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Foreword 



The 1 990s have witnessed growing demand for learning throughout the world. Compelling incentives 
for individuals, economies and societies to raise the level of education have been the driving force 
behind increased participation in a widening range of learning activities by people of all ages, from 
earliest childhood to advanced adulthood. The challenge, in this era of spreading and diversifying 
demand for learning over the lifetime, is how best to meet rising demand while ensuring that the 
nature and types of learning respond to needs in a cost effective manner. There is an increasing 
recognition that teachers play the central role in efforts aimed at improving the functioning of 
education systems and raising learning outcomes. But do government policies consistently reflect 
this awareness? How do they help teachers promote excellence and thus influence levels of learning 
achievement?Teachers are expected to respond to an increasing range of societal demands, but how 
are they enabled to do so? 

In searching for effective education policies, governments are paying increasing attention to international 
comparative policy analysis. Through co-operation at the international level, governments are seeking 
to learn from each other about how to secure the benefits of education for all and how to manage 
teaching and learning in order to promote learning throughout life. 

In many countries, this attention has resulted in a major effort to strengthen the collection and reporting 
of comparative statistics and indicators in the field of education. In keeping with these national efforts, 
the OECD and UNESCO have adjusted their statistical programmes in an attempt to meet the growing 
demand for information on education systems. 

As part of such efforts, the OECD has, over the past 1 3 years, developed and published a broad 
range of comparative indicators that provide insights into the functioning of education systems, 
reflecting both on the resources invested in education and their returns to individuals and societies. 
These indicators have become a unique knowledge base, underpinning public policies which attempt 
to improve access to education in order to make lifelong learning a reality for all, to raise the quality 
of educational opportunities, and to ensure effective use of resources and fair distribution of learning 
opportunities. 

Building on the OECD indicators programme, eleven countries, together with UNESCO and the 
OECD and with financial support from the World Bank, launched the World Education Indicators 
programme in 1997. These countries were Argentina, Brazil, Chile, China, India, Indonesia, Jordan, 
Malaysia, the Philippines, the Russian Federation and Thailand. They first met on 10-12 September 
1 997 in order to: 

° explore the OECD education indicator methodology; 

° establish mechanism whereby participating countries could agree on how to make common policy 
concerns amenable to comparative quantitative assessment; 

° seek agreement on a small but critical mass of indicators that genuinely indicate educational performance 
of relevance to policy objectives and measure the current state of education in an internationally valid, 
efficient and timely manner; 

° review methods and data collection instruments in order to develop these indicators; and 
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0 determine the directions for further developmental work and analysis beyond the initial set of indicators 
and establish an operational plan and schedule for the implementation of the pilot programme. 

Since then, participating countries have contributed in many ways to conceptual and developmental work, 
have applied the WEI data collection instruments and methodology at national levels in collaboration with 
the OECD and UNESCO, have co-operated in national, regional and international meetings of experts, and 
have worked jointly on the development of the indicators. Further countries, including Egypt, Paraguay, 
Peru, Sri Lanka, Tunisia, Uruguay and Zimbabwe joined the project subsequently. In 1999, the growing 
demand for policy-relevant, timely, reliable and comparable statistics at the international level led to the 
creation of the UNESCO Institute for Statistics. The UNESCO Institute for Statistics has become not only an 
important contributor to the further conceptual and methodological development of the World Education 
Indicators programme, but is also progressively incorporating many WEI activities in its own programme of 
work. It is extending the WEI objectives and processes to a much wider range of countries, through both 
regional and national development programmes. 

This report is the second in a series of publications that seek to analyse the indicators developed 
through the WEI programme in areas of key importance to governments, bringing together data 
from countries participating in the WEI programme with comparable data from OECD countries. 
Its main objective is to shed light on the demand and supply of qualified teachers in WEI countries, 
in the face of increasing recognition of the role of teachers in improving the functioning of education 
systems and ensuring positive learning outcomes. Chapter 1 sets out the broader macro-economic 
context of education systems in WEI countries, and its influence on public policy; examines trends 
in educational finance and governance, with particular attention to how they relate to teachers and 
teaching conditions; and reviews patterns of access and participation in education system to signal 
changes in the demand for teachers. Chapter 2 examines expected changes in the demand for teachers 
over the next decade under different enrolment scenarios and explores their financial implications; 
compares what is demanded of existing and prospective teachers in terms of general expectations, 
required qualifications and expected workload with what is offered to them in terms of financial 
incentives and career prospects; and finally reviews the policy choices and trade-offs that countries 
make when balancing expanded access to education against the need to attract and retain good 
teachers. Finally, Chapter 3 provides a statistical profile of important determinants of the demand 
and supply of qualified teachers in each country participating in the WEI programme, highlighting 
relative strengths and weaknesses of education systems in the light of the characteristics of other 
education systems in both WEI and OECD countries. 

Despite the significant progress that has been accomplished during the first three years of the WEI 
programme in delivering policy relevant and internationally comparable education indicators, the 
indicators presented should not be considered final but have been, and continue to be, subject to a 
process of constant development, consolidation and refinement. Furthermore, while it has been possible 
to provide for comparisons in educational enrolment and spending patterns, comparative information 
on the quality of education in WEI countries is only beginning to emerge. New comparative indicators 
will be needed in a wider range of educational domains in order to reflect the continuing shift in 
governmental and public concern, away from control over inputs and content towards a focus on 
educational outcomes. 
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The countries participating in the World Education Indicators programme, together with UNESCO and 
the OECD, are therefore continuing with the development of indicators and analyses that can help 
governments to bring about improvements in schooling and better preparation for young people as they 
enter an adult life of rapid change and increasing global interdependence. 
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Introduction 



Education and training play a crucial role in helping individuals and societies to adapt to profound social, 
economic and cultural change, and foster the development of the human capital needed for economic 
growth. The ability of education and training systems to fulfil these roles depends on whether educational 
institutions themselves respond to change, and on whether teachers develop and deliver educational 
content in ways that meet the needs of today s and tomorrow’s citizens. 

Policy-makers and society at large have high expectations of teachers as professionals, role models and 
community leaders. Teachers are asked to manage the far-reaching changes that are taking place in and 
outside schools and to implement the complex reforms of education systems that are under way in WEI 
countries. 

Educational policy-makers face a difficult balancing act in managing teacher deployment effectively and 
efficiently. They need to ensure that the investment made in teachers is sufficient and proportionate to 
the demands placed upon them. This means both that the qualifications of the teaching force must be 
adequate and that the salaries and working conditions of teachers must be sufficiently competitive to 
attract and retain people with the desired qualifications into the teaching profession. 

■ RISING DEMAND FOR EDUCATION AND TEACHERS 

Rising enrolment rates, in some cases combined with an expanding school-age population, are increasing 
the demand for new teachers in many WEI countries, notably in those with the lowest levels of economic 
development. 

In the majority ofWEI countries, the population of primary-school age has stopped growing or even 
started to decline. On the other hand, unlike the situation in most OECD countries, where the population 
at the age of secondary and tertiary education has tended to decline, the number of individuals beyond 
primary-school age is still growing in most WEI countries. The slowdown in population growth, which 
began in the 1970s in most countries, will still take many years to translate into fewer children at 
secondary and tertiary levels. Moreover, while mostWEI countries have achieved or are close to achieving 
universal enrolment in primary education, enrolment rates for the population of secondary-school age 
vary widely, ranging from 87 per cent in Chile to 48 per cent in Indonesia. 

These changes in student numbers will have significant implications not only for teacher training and 
recruitment but also for the financial resources which countries need to invest in education if they are to 
achieve universal education for all children of primary-school age and to increase, or merely to maintain, 
current enrolment rates in secondary education. 

And yet, despite an increasing population of secondary- school age, the next few decades will provide a 
unique window of opportunity for many WEI countries to improve the quality of educational services. 
Because of the relative decline in the size of the cohorts of primary-school age, the proportion of people of 
working age will grow faster over the next few decades than that of children in many WEI countries. As a 
result, countries wall be in a better position to mobilise resources for public services, including education, 
and should find it easier to fund their education systems. Policy-makers can use this opportunity to shift the 
focus from expanding the coverage of the education system to improving the quality of educational provision 
and outcomes, including reducing the high proportion of over-age students, repeaters and late entrants 
enrolled in primary education which is still found in certain WEI countries. 
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The ability to meet demand at secondary and tertiary levels has been constrained in some countries by 
the capacity of the teaching force. Teachers and non-teaching staff account for a sizable percentage of 
national labour resources. In most WEI countries, at least one in twenty-five of all employed persons 
works in the education system. In Tunisia, this ratio is even higher - one in ten. Moreover, teachers are 
often among the most educated workers: in Indonesia, more than half of those members of the labour 
force who have a tertiary qualification are in the education sector. 

The proportion of the teaching force meeting national qualification standards differs markedly between WEI 
countries. Six WEI countries have more or less reached the standard of requiring tertiary qualifications for 
teaching in primary, lower and upper secondary education. The lowest proportions of teachers with tertiary 
qualifications are found in Brazil, China and Tunisia. The first two of these countries also have the lowest 
percentages at the lower secondary level. The situation inTunisia, where only 14 per cent of teachers at the 
primary level have a tertiary qualification, contrasts sharply with that in Jordan, where almost all primary 
teachers have such a qualification. Data from a recent international assessment show nonetheless that there 
is still sizable demand for qualified mathematics and science teachers in secondary education in both countries. 

A better-trained teaching force is an important factor in educational quality and efficiency, but there are 
also organisational considerations. Policies that give children more access to educational opportunities, 
such as larger classes and multiple-shift schooling, are common in many WEI countries but may place 
additional burdens on teachers. These practices are closely connected to the issue of repetition: in Brazil, 
Paraguay, the Philippines and Zimbabwe, between 30 and 50 per cent of pupils of secondary-school age 
are enrolled in primary school as repeaters or late entrants. In such situations, teachers face greater 
difficulties in managing classrooms and delivering curricula. 

■ RESOURCE LEVELS FOR EDUCATION AND HOW MONEY IS SPENT 

In order to meet the goals of expanding educational opportunities and improving quality, additional 
resources will be needed. Furthermore, this report recognises that sustainable strategies for the 
deployment of teachers require a stable flow of resources, since unexpected declines in the level of 
financial support will make it difficult, if not impossible, to adhere to the strategies adopted. Rapid 
macro-economic changes in the global and national economies mean that strategies must also have the 
flexibility to respond quickly, yet in a considered manner. 

However, WEI countries are limited in what they can spend on education by shrinking public budgets, 
except in those few instances where the economy, and hence public budgets, have expanded. Governments 
are therefore asked to take decisions on which aims can realistically be achieved in the light of the 
resources available. 

Countries that faced an economic crisis in the 1 990s must meet the double challenge of building sustainable 
educational reform in an unstable macro-economic environment. Some WEI countries have had to 
respond to diminished public resources by redistributing public funding between levels of education and 
categories of expenditure. In the Russian Federation and Southeast Asia, the proportion of spending on 
teachers has remained relatively stable, while the amount available for spending on other types of 
educational needs has fallen. Experience in these countries also suggests that in economic downturns, 
greater pressure is placed on households to make private contributions to the costs of education. 
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This raises the more general question of who should pay for the expansion of educational opportunities. 
The funding of a national education system should be equitably distributed across the population. 
Nevertheless, private expenditure plays an important role in financing secondary and tertiary education 
in most WEI countries. In a number of countries, parents and communities help to cover costs by 
directly or indirectly subsidising teachers’ salaries in state-run schools, or by directly employing and 
paying teachers. The extent of private funding of education reaches high levels in some countries, 
accounting for more than 40 per cent of total educational expenditure in Chile, Peru, the Philippines 
and Thailand. These figures are well above the OECD mean of 19 per cent. 

In the quest for solutions to the issue of funding, it should be borne in mind that one of the main goals of 
a national education system is to make the benefits of education accessible to all. Several WEI countries 
have made special efforts to this end, most notably Brazil, where indicators show that progress was 
made in the second half of the 1990s in widening educational access in the impoverished Northeastern 
region. However, while access to education has improved, enormous gaps between Brazilian regions 
remain in educational quality, as measured by the availability of qualified teachers, adequate infrastructure 
and other indicators of teaching conditions. 

Investing in the educational process also means providing enabling environments for teachers and students. 
Well-qualified and motivated teachers are a necessary but not a sufficient condition for good learning 
outcomes, and adequate investment in teaching materials and school infrastructure is also required. 
According to data from an 1 999 international student assessment, a large proportion of 8th-grade students 
were affected by shortages of teaching materials and poorly equipped or poorly maintained schools. For 
example, over 80 per cent of students in the Russian Federation, Thailand and Tunisia were in schools 
that reported ‘a lot’ of problems with the availability of teaching materials. An essential part of ensuring 
good learning outcomes is providing teachers with the tools needed to deliver the curriculum. 

■ WHAT TEACHERS ARE ASKED AND WHAT THEY ARE OFFERED 

Expectations of teachers are high. They need to be experts in one or more specific subjects, and this 
demands an increasing level of academic qualifications. They must continually update their expertise 
and knowledge since, in order to provide tomorrow’s world with the knowledge and skills on which 
economic and social progress so critically depends, educational institutions and teachers need to respond 
by developing and delivering appropriate educational content. Moreover, teachers’ subject-matter 
expertise must be complemented by pedagogical competence, with a focus on the transmission of a 
range of high-level skills, including the motivation to learn, creativity and co-operation. In some WEI 
countries, technology is becoming a new feature of professionalism in teaching, requiring an understanding 
of the pedagogical potential of technology and the ability to integrate it into the teaching-learning 
process. Finally, professionalism in teaching can no longer be seen as an individual competence, but 
must include the ability to function as part of a “learning organisation” and the capacity and willingness 
to move in and out of other careers and experiences that can enrich teaching ability. 

The global trend towards moving decision-making in education to lower levels of government also 
affects teachers in the WEI countries in several ways: first, by bringing decisions about teachers (aside 
from statutory salary scales) closer to the locality and the school and, second, by asking teachers to play 
a greater role in managing the system. Some countries have adopted a model in which schools operate 
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within a centrally determined framework of curricula and standards, but are given a considerable amount 
of autonomy and responsibility for decisions. 

The demands placed on teachers are therefore considerable. The balance between what is required of 
teachers and what is offered to them has a significant impact on the composition of the teaching force 
and the quality of teaching. Attracting skilled individuals and retaining them in the teaching profession 
is an essential prerequisite for ensuring high-quality education in the future. 

This report considers the challenges posed by the need to secure a skilled and motivated teaching force, 
and examines some of the policy choices and trade-offs that countries make when balancing expanded 
access to education with the need to attract and retain good teachers. 

The relative level of teachers’ salaries and the availability of salary increases during the course of teachers’ 
careers can affect the decision by qualified individuals to enter or to remain in the teaching profession. At the 
same time, the pressure to improve the quality of education is often subject to tight fiscal constraints, and 
teachers’ salaries and allowances are the largest single factor in the cost of providing education, accounting for 
two-thirds or more of public expenditure on education in most countries. The impact of various elements of 
the total compensation package varies from country to country, and within a given country, over time. If the 
compensation package is too generous there will be a surplus of qualified applicants for the profession. In 
addition, teaching is sometimes one of the few occupations available to individuals with a high level of education 
in developing countries. In such cases, there is no effective market alternative, and even low levels of 
compensation will attract qualified applicants. As other areas of the economy begin to develop, however, there 
is likely to be a sudden exodus of the best-qualified teachers from teaching into more attractive new positions. 

While uniform salary scales are transparent and simple to administer, they do not help to motivate teachers 
to perform at their best, nor do they help to solve problems of shortages of teachers in certain subjects or in 
rural areas. Among the policy options that many WEI countries have not yet fully exploited are bonuses as a 
means of adjusting the remuneration of teachers without altering the basic government scales. Such adjustments 
may serve different aims, such as rewarding teachers who take on responsibilities or duties beyond statutory 
norms, attracting better candidates to the teaching profession, encouraging teachers to improve their 
performance, or attracting teachers into subject areas where demand is greater than supply, for example 
science and mathematics, or to rural locations where there is a scarcity of applicants. 

The payment of bonuses has to be weighed carefully, however, and their impact evaluated from case to 
case since there is evidence that they may elicit responses from teachers that have an effect opposite to 
that which is intended, impairing school effectiveness and hence student achievement. The examples of 
pay schemes discussed in this report show nonetheless that bonus schemes can be effective. 

Material incentives for teachers are not the only factors of significance in attempts to improve the quality of 
education. This report examines other important indicators of the working conditions of teachers, including 
hours of teaching and instruction, class size and student- teacher ratios. If the working conditions for the 
teaching force and their associated costs are to be judged accurately, all of these indicators need to be considered 
in combination rather than in isolation. Together, they can help to show whether teachers are being asked to 
do too much or too little, and whether trade-offs are well balanced. An unbalanced system may lead to poor 
morale among teachers, difficulties in recruiting qualified staff, and an exodus from the profession. It may 
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also reflect a less efficient teaching process, leading to higher costs of teaching. A balanced system contributes 
to more effective teaching and hence to better learning outcomes. 

When governments decide on their education budgets, they need to make trade-offs between factors 
such as the level of teachers' salaries, the size of classes, the number of teaching hours required of 
teachers and the intended instruction time for students. 

Some countries seek to increase the competitiveness of teachers' salaries and/or to raise enrolment 
levels by increasing student-teacher ratios, sometimes in combination with the introduction of new 
teaching technologies. However, while this may be a viable option for improving the effectiveness of 
education systems in some WEI countries, student-teacher ratios already exceed 40 students per full- 
time equivalent teacher in others, where it will be difficult to respond to the increased demand for 
teachers by raising the ratio further without risking a deterioration in the quality of educational provision. 

This report shows that countries make different policy choices about these trade-offs. In some countries, 
a lower than average teaching load is compensated by larger class sizes, while in other countries, smaller 
than average class sizes add to a light teaching load, increasing the salary costs per student. In Chile, the 
Philippines andThailand, comparatively high statutory salaries for primary teachers are compensated by 
a high number of teaching hours or larger than average classes, while in Indonesia, low salaries and a 
high number of teaching hours are partially offset by smaller classes. Uruguay, on the other hand, combines 
small primary-level classes with a low number of hours of instruction and low salaries. 

These examples illustrate that there are a various approaches for managing teacher deployment. The question 
of which approach is better may be a natural one, but not entirely appropriate. Each education system is a 
working system, which to a greater or lesser degree has satisfied the requirements of its society. The different 
policy choices discussed in this report represent a long history of decisions taken nationally and are subject to 
a certain inertia that makes it difficult to introduce substantial changes overnight, if for no other reason than 
that some features of the system are subject to negotiation in the framework of collective bargaining agreements. 
The success of an approach may also depend on less quantifiable characteristics of the education system, such 
as the teaching methods used or the extent of remedial help available. The interplay between, for example, 
class size and teaching methods is far from clear. Small classes may mean that more attention to individual 
students is possible, but in the absence of curriculum reform or of a change in teaching practices, for example, 
the expected benefits may not be forthcoming. 

While it is difficult to assess the effectiveness of the different policy options conclusively, the analysis in 
this report shows that there is room for choice and that international comparative analysis can be a 
useful instrument for informing the debate. Future research is needed to elaborate the potential impacts 
of the different strategies adopted by countries. It needs to identify countries that ask too much or too 
little of teachers, or give too much or too little to teachers in return. More information is needed about 
teachers and the effectiveness of instructional strategies, particularly at the classroom level. Proposed 
changes in the levels of resources invested, in the management of teachers, or in teaching and learning 
conditions, need to be seen in the context of overall public policy, which governs the complex relationship 
between teacher deployment, the internal efficiency of the education system, and learning outcomes. 
More extensive micro-level data, especially more comprehensive and reliable measures of student 
achievement, are required in order to understand this relationship. The provision of such data remains 
one of the most important future objectives for the WEI programme. 
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"Reader’s guide 



Definitions and methods 

The World Education Indicators programme (WEI) places great importance on the cross-country 
validity and comparability of the indicators. To accomplish this, participating countries have 
endeavoured to base the collection of data on a common set of definitions, instructions and methods 
that were derived from the OECD indicators programme. Annex A2 to this report provides 
definitions and methods that are most important for the interpretation of the data in this publication 
as well as notes pertaining to reference periods and data sources. 

Five annexes are presented at the end of the report: 

° Annex A1 provides general notes pertaining to the coverage of the data, the reference periods 
and the main sources for the data; 

° Annex A2 provides definitions and notes that are important for the understanding of the 
indicators presented in this publication (the notes are organised alphabetically); 

° Annex A3 provides a cross-reference between tables and notes; 

° Annex A4 provides the full set of data used in this publication; 

° Annex AS documents the classification of 1 8 WEI countries educational programmes according 
to the International Standard Classification of Education (ISCED). 

The full documentation of national data sources and calculation methods is provided in the OECD’s 
2001 edition of Education at a Glance and is also available on the Internet (http:/ / www.oecd.org/ 
els/ education/ ei/index.htm). 

In order to enhance the comparability of the indicators, countries participating in the WEI 
programme have also implemented a new standard for the classification of educational programmes, 
ISCED97, which was developed by UNESCO to enhance the comparability of education statistics. 

While comparability of the data is a prerequisite for the validity of international comparisons, it 
often poses challenges for the interpretation of the indicators within the national institutional 
context. This is because the implementation of comparable standards and classifications requires 
countries to diverge from national institutional structures. For example, education that is classified 
as ISCED level 1 in this report (primary level of education) does not correspond strictly in all 
countries to the grades in which primary education is provided, because the number of grades 
associated with primary education varies greatly between countries. The detailed allocation of 
individual national educational programmes according to ISCED97 is provided in Annex A5b of 
this report. 




Coverage of the data 

Although a lack of data still limits the scope of the indicators in many WEI countries, the coverage 
extends, in principle, to the entire national education system regardless of the ownership or 
sponsorship of the institutions concerned and regardless of education delivery mechanisms. 
Generally, all types of students and all age groups are meant to be included: children (including 
those classified as exceptional), adults, nationals, foreigners, as well as students in open distance 
learning, in special education programmes or in educational programmes organised by ministries 
other than the Ministry of Education, provided that the main aim of the programme is the 
educational development of the individual. However, vocational and technical training in the 
workplace, with the exception of combined school and work-based programmes that are explicitly 
deemed to be parts of the education system, is not included in the basic education expenditure 
and enrolment data. Educational activities classified as“adult” or “non-regular” are covered, provided 
that the activities involve studies or have a subject-matter content similar to “regular” education 
studies, or that the underlying programmes lead to potential qualifications similar to those gained 
through corresponding regular educational programmes. Courses for adults that are primarily 
for general interest, personal enrichment, leisure or recreation are excluded. 

Calculation of international averages 

The OECD country average, which is often provided as a benchmark, is calculated as the 
unweighted mean of the data values of all OECD countries for which data are available or can be 
estimated. The country average therefore refers to an average of data values at the level of national 
systems and can be used to illustrate how an indicator value for a given country compares with 
the value for a typical or average country. It does not take into account the absolute size of the 
education system in each country. 
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■ INTRODUCTION 

There is an increased recognition of the role of teachers in improving the 
functioning of education systems and ensuring positive learning outcomes. But 
do government policies consistently reflect this awareness? How do they help 
teachers, promote excellence and thus influence levels of learning achievement? 
Teachers are expected to respond to an increasing range of societal demands, but 
how are they enabled to do so? Government policies are often contradictory — 
greater expectations are often accompanied by fewer resources. Because of this, 
some observers have warned that teachers are at risk of becoming casualties 
rather than catalysts of change (Hargreaves, 2000). In order for societies to meet 
the changing demands of the 21 st century, policy-makers need to foster a well- 
qualified, well-equipped and motivated teaching force. 

From the perspective of sheer numbers, teachers represent a considerable 
force that can be mobilized to meet changing demands. The number of 
teachers in the 18 WEI countries exceeded 23 million in 1998 according 
to head-count data, which by comparison, is greater than the combined 
population of Australia and New Zealand. This figure represents an increase 
of 10 per cent over the 1990 total, with the biggest gains at the secondary 
and tertiary levels. 

While not all WEI countries have fully met the goal of universal primary 
education, they are coming close, so that there is growing pressure on 
governments to provide additional places and teachers in subsequent levels 
of education. Most national policy-makers see the main challenges facing the 
education system lying at the secondary and tertiary levels, reflecting the 
growing need to enhance human capital by raising levels of skills among the 
population in order to compete economically in an increasingly global market. 
However, the goal of greater participation at secondary and tertiary levels of 
education presents difficult choices and trade-offs, especially for countries 
that also seek to improve the quality of primary education. Trade-offs are an 
inherent part of the allocation of limited financial and human resources, and 
investing in adequate training and support for primary-school teachers will 
contribute to later educational achievement and attitudes that enable the 
pursuit of lifelong learning. 

This also raises the issue of targeting those in greatest need of the benefits of 
education. For example, a key question in most WEI countries is how to 
recruit and support teachers in difficult conditions, often in rural or remote 
areas. This raises policy issues both of ensuring quality throughout the education 
system and, more specifically, of targeting the deployment of teachers and 
redistributing resources in an effort to overcome the effects of multiple 
disadvantages (poverty, poor infrastructure and lack of qualified teachers) in 
certain regions, cities or school districts. 
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faster in secondary and 
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The size, qualifications and working conditions of the teaching force are linked 
to a number of different institutional, historical, social and economic factors. 
This chapter examines how, in particular, economic factors help to establish 
the parameters in which countries make choices about policy in terms of 
teachers and conditions for learning. This sets the stage for the next chapter, 
which focuses on the specific policy trade-offs related to teacher deployment 
(e.g . , class size, instruction hours, salary scales) that are used to achieve desired 
outcomes. 

• Section 1 sets out the broader macro-economic context, and its influence on 
public policy. In the 1990s, national income levels sometimes changed 
dramatically, resulting in either additional government revenue or more severe 
budget constraints on public spending. Such trends can have an immediate 
impact on government (and private) support for education. Moreover, there is 
a need to go beyond aggregate measures of national income and to examine 
how income is distributed among the population. Education systems and 
teachers in societies with wide social inequality face the difficult challenge of 
distributing the benefits of education more equitably. 

• Section 2 examines trends in how educational systems are financed and 
governed, with particular attention to how they relate to teachers and 
teaching conditions. It surveys the levels of funding and how education 
spending is allocated. Are governments in WEI countries paying sufficient 
attention to the level of investment in education, and specifically in the 
teaching force? On the basis of a 1 998 WEI survey and another recent study, 
this section also looks at trends in decision-making in education. Who makes 
decisions about teachers, and what is the margin of autonomy granted to 
schools in this regard? To what extent are teachers given authority to make 
certain decisions at the school level? 

• Section 3 looks at current trends in participation in education in WEI 
countries and reviews how students progress through the education system. 
It also discusses certain characteristics of educational systems (e.$. , promo- 
tion policies or multiple-shift schools) and the implications for teaching 
staff. This section also compares results from an international assessment of 
8th-grade science and mathematics achievement in eight WEI countries 
that participated in the study. The same study also provides, among this 
sub-group ofWEI countries, a look at how teachers and students use new 
information and communication technologies (ICT) in the classroom, and 
some indicators of education quality: shortages or inadequacies that affect 
schools’ capacity to provide instruction and how well teachers feel they are 
prepared to teach certain topics. 

• The final section presents a profile of the current teaching force in WEI 
countries and looks at differences in patterns of gender, age and 
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qualifications. The profile of teachers helps educational planners anticipate, 
for example, an aging teaching force or identify the gaps in teacher 
qualifications, although in other cases it is not always easy or desirable for 
countries to define specific benchmarks. This section examines the 
characteristics of today’s teaching force that may present challenges and 
opportunities related to expanding educational opportunities and improving 
educational quality into the next decade. 

D MACRO-ECONOMIC CONDITIONS AND RESOURCES 
FOR EDUCATION 

Changing macro-economic conditions can have an immediate impact on the 
public resources available for education by influencing levels of government 
revenue and expenditure. In some cases, this may lead to budget constraints 
on public social spending, particularly in the area of education. Macro- 
economic conditions also affect households and can have a considerable impact 
on the level of private spending on education. They may even influence 
individuals’ decisions about pursuing or continuing education. 

In the late 1 990s, the macro-economic situation in WEI countries, as reflected 
by levels of GDP, sometimes changed dramatically. In some countries, rapid 
economic growth meant higher government revenue and hence a greater pool 
of potential resources for education. Other countries faced declines in national 
income, tighter government budget constraints and fewer financial resources 
for education. 

Countries in transition from heavily centralised systems, such as Russia, face 
particular challenges in rebuilding institutions and educational curricula in 
the face of severe budget constraints. As shown in Figure 1.1, the Russian 
Federation was the only country to see a decline in GDP throughout the 
1990s. Southeast Asian countries that suffered from the financial crisis in the 
late 1990s, notably Indonesia, Thailand and Malaysia, showed positive growth 
rates during that time, but at a far slower pace than at the start of the decade. 
In 1998, they then suffered sharp declines in GDP, of 13.2, 9.4 and 7.5 per 
cent respectively (World Bank, 2001). These countries face difficulties in 
maintaining achievements in education, especially among those segments of 
the population hardest hit by the economic downturn. On the positive side, 
China stands out as the country with the most rapidly expanding economy in 
both the early and the late 1 990s, with GDP levels in Argentina, Chile and 
Jordan also growing at a brisk pace. More recent events signal an economic 
downturn in Argentina, and quite possibly in the Philippines and Zimbabwe, 
where there was marginal economic growth in the late 1990s. 

Measures of national income are perhaps too general for an adequate 
assessment of the potential impact of macro-economic changes on education. 
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Figure 1 . 1 

Average annual change in GDP growth, 1990-1994 and 1994-1998 

(in percentages) 
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Countries are ranked by direction and magnitude of change between periods. 
Source: World Bank (2001). 



The level of government revenue more accurately depicts the potential pool 
of resources for education, although expenditure generally exceeds revenue 
in the WEI countries. Figure 1 .2 shows the wide variation in levels of govern- 
ment revenue among WEI countries in the 1990s, although the focus here is 
on the change over time. 



In the 1 990s, government 
revenue as a percentage of 
GDP declined in about half 
the WEI countries, reducing 
the potential proportion of 
national income that can be 
spent on education. 



As a proportion of GDP, government revenue in Jordan and Tunisia is twice 
as high as in China, India and Peru. A comparison of levels in 1990 and 
1998 shows that WEI countries fall into two groups. About half of the 
countries, mostly in Asia (especially Malaysia and Sri Lanka) experienced 
a decline in revenue as a percentage of GDP while the other half, mostly 
in Latin America (particularly in Uruguay and Peru) saw increased 
government revenue. 




Changes in revenue and expenditure have obvious implications for education 
spending. While unexpected and rapid declines in revenue often lead to lower 
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Figure 1 . 2 

Government revenue as a percentage of GDP, 1990 and late 1980s 
(in percentages) 




Countries are ranked by percentage point change between years. 
1 .Year of reference 1996. 

2. Year of reference 1997. 

Source: World Bank (2001). 



educational expenditure, countries may respond by redirecting resources from 
one level of education or type of expenditure to another. It is also necessary 
to examine the breakdown of revenue between different levels of govern- 
ment and geographical regions. Particularly in federal states, such as Brazil, 
China or Russia, education systems are funded through complex arrange- 
ments between different levels of government, from the central to the local. 
As local social expenditure often exceeds local revenue (Klugman, 1997) this 
imbalance calls for central government transfers in order to equalise regions 
with less capacity to generate their own revenue. 

Another measure, GDP per capita, represents the theoretical division of 
national income between all members of a population, and is therefore 
commonly used to compare national income between countries because it 
adjusts for population size. As shown in Figure 1 .3, WEI countries vary widely 
in national wealth. The 1999 level of GDP per capita in Chile, 8 612 dollars, 
converted using purchasing power parities (PPP), was nearly four times that 
in India (2 217 PPP dollars) but still less than half that of the OECD mean. 
Between 1995 and 1999, the largest gains were recorded in China (31 per 
cent), Tunisia (18 per cent), India (16 per cent) and Chile (14 per cent). 
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Figure 1 . 3 

GDP per capita, 1995, 1997 and 1999 



High rates of inflation 
mean that fewer goods and 
services can be bought with 
the same amount of money ; 
reducing the purchasing 
power of educational 
institutions and the real 
value of teachers' salaries. 
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OECD mean (1997) = PPP dollars 18 7 88. 

1 .Year of reference 1998. 

Sources: World Bank (2001); OECD (2001). 



Partly because it has the highest rate of population increase among the WEI 
countries, GDP per capita in Jordan actually declined, despite considerable growth 
in national income. In 1 999, GDP per capita also fell below the 1995 level in six 
further countries: Brazil, Indonesia, Malaysia, Paraguay, the Russian Federation 
and Thailand. The largest decline occurred in the Russian Federation, where 
GDP per capita fell by 1 2 per cent. 



In certain countries, changes in national income were accompanied by high rates 
of inflation. Thus, expressed in constant terms, the real value of these figures 
after adjusting for inflation are lower. Between 1995 and 1999, the majority of 
countries showed steady economic growth, with relatively small increases in 
consumer price indices. However, high rates of inflation were recorded in 
Indonesia, Russia, Uruguay and Zimbabwe, the first two of which faced financial 
crises in the second half of the 1 990s. Aside from its deleterious effect on general 
welfare, the reduced real value of wages has an impact on employment, and 
raises concerns about the ability to retain qualified teachers, let alone to attract 
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new teachers to the profession. How governments respond can have an impact 
on the skill levels and composition of the teaching force. Governments may, for 
instance, protect the real value of public sector salary scales by linking them to 
some type of price index in order to offset their declining real value. 

Private contributions to education, as will be discussed in the following sec- 
tion in greater detail, play an important role in financing the provision of 
education in WEI countries. Thus, it is important to examine also how na- 
tional income is actually distributed in terms of individual income, rather 
than as though it were shared equally by each member of the population. 



Several WEI countries are among those with the most unequal distribution of 
income in the world. In Brazil, for example, the richest ten per cent of the 
population have more than 48 per cent of the wealth (World Bank, 2001). 
The Gini coefficient, which measures the level of inequality, is plotted against 
GDP per capita in Figure 1 .4. The higher the coefficient, the more unequal 
the distribution of income (perfect equality is equal to zero and perfect 
inequality is equal to one). This shows that some of the WEI countries in Latin 
America, namely Brazil, Chile and Paraguay, have highly unequal distribution 
of income. Inequality is an issue in other WEI countries, but to a lesser extent 



WEI countries in Latin 
America are among the 
most unequal in terms of 
income distribution, with 
concentrations of the very 
rich and the very poor . 



Figure 1 .4 

GDP per capita and income disparity in the 1990s 



01 WEI countries □ OECD countries 



GDP per capita, PPP dollars 




Income distribution (Gini coefficient) 



Source : UNU-WIDER/UNDP World Income Inequality Database. 
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This situation places 
added pressure on 
governments to distribute 
educational opportuni- 
ties , and the benefits 
associated with them , 
more equally. 



Education is the largest 
area of public social 
expenditure, and those 
employed in the sector 
can account for up to 
10 per cent of the total 
labour force. 




than in Latin America. While there is general movement towards greater 
equality as national income increases, the Russian Federation is one example 
where income inequality has risen. 

The links between the distribution of income and educational opportunities have 
been discussed widely, particularly in the context of Latin American countries. 
As average educational attainment increases, inequality in income tends to decline. 
In countries such as India, however, education is even less equally distributed 
than income, suggesting that yet greater efforts will be necessary to counteract 
the imbalance there (World Bank, 2001). 

In the light of this debate, pressure is often placed on policy-makers to 
counteract the negative social and economic effects of inequality, and education 
is often cited as a key factor since it can help to provide the skills needed to 
overcome poverty and social exclusion. In most WEI countries, compensatory 
programmes have been targeted at communities and school districts with 
high proportions of low-income households. Some countries have also sought 
to facilitate participation in different types of early childhood education 
programmes. There is a growing body of evidence suggesting that these 
programmes can be effective in redressing unequal opportunities. 

IS TEACHERS ANDTHE FUNDING AND GOVERNANCE 
OF EDUCATION 

Teachers are essential factors in the funding of education systems. Expenditure 
on education can account for up to half of all public social spending. Salaries 
and wages generally account for the major part of this sum. Teachers and 
non-teaching staff also account for a sizable percentage of the national labour 
force. In most WEI countries, at least one in twenty-five of all employed 
persons work in the education system. 

In Tunisia, this ratio is even higher — one in ten. Moreover, they are some of 
the most educated workers: in Indonesia, more than half of the labour force 
with tertiary education are teachers. While most administrative functions 
related to the education sector are dealt with by non-teaching staff, teachers 
play a major role in implementing decisions at the school level. While 
government and administrative personnel technically “govern” education 
systems, teachers “govern” classrooms. 

This section looks at the availability of public resources and how they are allocated . 
It also examines the role of teachers in the decision-making process, and the 
levels of government at which the decisions that affect teachers are taken. 

Availability of public resources 

Levels of public spending as a proportion of GDP reflect levels of commitment 
to educational provision. 
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Public spending on education as a percentage of GDP is often interpreted as 
the level of commitment which a state makes towards educational provision. 
As shown in Figure 1 .5, levels of public spending on education in 1 998 ranged 
from 1 .4 per cent of GDP in Indonesia to 6.8 per cent inTunisia. In mostWEI 
countries, the figure falls well below the OECD mean (5.0 per cent in 1 998). 
The level of public spending as a percentage of GDP may also reflect differences 
in the balance between public and private funding of education. As noted 
earlier, inTunisia educational staff account for a considerable percentage of 
public sector employees and thus of the public wage bill. This goes some way 
to explaining the higher public spending on education inTunisia than in other 
countries with similar levels of GDP. 

There were notable changes in patterns of public spending in the period 
between 1996 and 1998. These may reflect unexpected changes in GDP as 
much as decisions on levels of public spending on education. For example, 
between 1996 and 1998, public spending on education increased by more 
than a third in Paraguay, from 3.1 to 4.2 per cent of GDP, and by a fifth in 



Levels of public spending 
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Between 1 996 and 1 998, 
the proportion of GDP 
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most in Argentina, Chile, 
Paraguay andThailand. 



Figure 1 .5 

Public expenditure* on educational institutions as a percentage of GDP, 1998 



WEI countries U OECD countries 




1 . Including public subsidies to households attributable for educational institutions. Including direct expenditure on 
educational institutions from international sources. 

2. Direct expenditure on educational institutions from international sources exceed 1 .5% of all public expenditure 
(1998). 

3. Year of reference 1997. 

4. Year of reference 1999. 

Source: OECD/UNESCO WEI, Table 4 in Annex A4. 



o 




25 



28 



Teachers Today 



Spending on education as 
a proportion of total 
public expenditure is 
generally higher in WEI 
than in OECD countries, 
accounting for more than 
one quarter oj public 
expenditure in Thailand 
in 1998. 



Argentina, Chile and Thailand. The proportion among other countries re- 
mained relatively stable, although it is important to keep in mind that in an 
expanding economy, real expenditure still increases if the percentage of GDP 
devoted to education remains the same. 

Another measure of a government’s commitment to education is the propor- 
tion of total public expenditure devoted to education. WEI countries often 
allocate a percentage higher than the OECD mean (12.8 per cent in 1 998). 
Thailand, for example, spent 27.2 per cent of public expenditure on education 
in 1998, more than twice the OECD mean, and a substantial increase from 
the level of 2 1 . 8 per cent recorded in the previous year. The percentage in the 
Philippines fell from 28.3 to 19.7 during the same period. Thus, countries 
that spend a proportion of GDP lower than the OECD mean may still be 
devoting a percentage of total public expenditure to education which is at or 
above the OECD mean. 



Private sources play a 
more important role in 
funding education in WEI 
than in OECD countries. 



National averages can 
conceal considerable 
variation in spending 
within countries. For 
example, expenditure per 
student in China can be 
up to five times greater in 
some regions than in 
others. 




Private sources of funds play a significant role in financing educational systems. 
It is common in all countries for public expenditure on education to be 
supplemented by private contributions. When private spending is taken into 
account, combined public and private expenditure in Chile, the Philippines 
and Thailand exceeds the combined mean of the same measure among OECD 
countries. 

The extent of private funding of education is striking, accounting for more 
than 40 per cent of total educational expenditure in Chile, Peru, the Philippines 
and Thailand. These figures are well above the OECD mean of 19 per cent 
(OECD, 2001). In Egypt, Jordan and Tunisia, private expenditure is lower, 
since there are few private providers. There are, however, a number of 
countries where parents and communities help to cover costs by directly or 
indirectly subsidising teachers’ salaries in state-run schools, or by directly 
employing and paying teachers. One example is Indonesia, where parents’ 
organisations make small contributions to staff welfare at the primary and 
lower secondary levels (OECD, 1998). 

Substantial government support for private education is found in several WEI 
countries, especially at the primary and secondary levels of education. Three 
WEI countries are well above the OECD mean (10 per cent) in this respect, 
although there is wide variation among OECD members. At the primary and 
secondary level, about one third of educational spending goes towards 
government-dependent private institutions in Chile and India, and 1 3 per 
cent in Argentina. 

The distribution of educational expenditure can also vary widely within a 
country. Expenditure per student can differ by a factor of as much as 5.1 
between regions in China, or 3.8 in Argentina (NCES, 2001 ). Another study 
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Figure 1 .6 

Expenditure per student by educational level, 1 998 
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Based onjull-time equivalents. 

1 . Public institutions only. 

2. Tertiary refers only to type B programmes. 

Source : OECD/UNESCO WEI, Table 8 in Annex A4. 
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The cost oj educating a 
child at the primary level 
can vary from 
116 PPP dollars in 
Indonesia to 
1 500 in Chile. 



When educational 
spending had to be cut in 
the late 1 990s, Malaysia 
reallocated funds to 
maintain primary 
education at the expense 
of higher levels oj 
education. 



Ajter adjustment is made 
Jor dijferences in national 
income, wide variation in 
unit costs in education 
tends to disappear. 




has shown that the variation between regions actually increased in Russia 
during the 1990s, and that even after intergovernmental transfers, there 
remained significant differences in the distribution of resources for education 
(Klugman, 1 998). Some countries have sought to address regional disparities 
in levels of resources. In Brazil, a special fund was set up in 1996 (Fund for 
Primary Education Development and for Enhancement of the Value of the 
Teaching Process — FUNDEF) to distribute funds to states and regions where 
expenditure per student falls below a nationally established level. Money in 
School is another programme in Brazil that transfers cash directly to schools. 

Use of public resources 

Expenditure per student also differs widely between educational levels in 
WEI countries, although comparisons should be made with caution, as figures 
reflect differences in levels of national income. As shown in Figure 1.6, 
expenditure at the primary level ranges from 1 1 6 PPP dollars per student in 
Indonesia to 1 500 in Chile. As in the OECD countries, the cost per student 
increases at higher levels of education. The OECD average expenditure per 
secondary student is 40 per cent higher than that per primary student, while 
in WEI countries the difference ranges from only 5 per cent in the Philippines 
to several hundred per cent in Indonesia. 

The data show marked changes in several countries between 1 997 and 1 998, 
although these may be the result of either changing patterns of expenditure 
or the number of students enrolled. Moreover, these figures are in current 
dollars, meaning that in countries with high inflation rates, such as Zimbabwe 
or the Russian Federation, the real value of the expenditure might be much 
less if it were measured in constant terms. 

Countries react in various ways to the need to cut expenditure. In the case of 
Malaysia, GDP fell by 7.5 per cent in 1998 as a result of the economic crisis. 
Figure 1.7 shows that public resources devoted to primary education were 
maintained while cuts were made at the secondary and tertiary levels. An initial 
policy to cut primary spending by 1 8 per cent in 1 997 was reversed in 1 998 , and 
additional funding was allocated to support social safety net programmes 
(Knowless et al ., 1 999). As a result, net enrolment rates in primary education 
remained stable during this period. However, negative effects on secondary school 
enrolments were reported, especially among girls and in rural areas, due to 
higher fees and higher opportunity costs (ibid). 

It should be noted that expenditure per student, expressed in PPP dollars, 
may distort comparisons by not taking into account the level of a country’s 
national income. A measure that addresses this issue compares expenditure 
per student with a country’s resources, i.e., GDP per capita. As shown in 
Figure 1.8, the large differences between countries tend to disappear at lower 
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Figure 1 .7 

Per pupil expenditure by level of education and GDP growth in Malaysia, 

1996 and 1998 



0 1996 



Per pupil expenditure (PPP dollars) 
1 2 000 = 




Source: OECD/UNESCO WEI, Table 8 in Annex A4; OECD (2001). 



levels of education. For example, after adjusting expenditure per primary 
student by national income, Chile, the Philippines and Thailand reflect levels 
similar to the OECD mean. Both Tunisia and Zimbabwe spend a higher 
proportion per secondary student than the OECD mean and other WEI 
countries. At the tertiary level, however, differences remain considerable and 
indicate that some countries, such as Zimbabwe, Indonesia and Brazil may 
pursue a policy of supporting tertiary education at the expense of other levels 
of education. 



The allocation of resources also differs by type or category. Educational 
spending is conventionally divided into two categories — current and capital 
expenditure. The former refers to spending on goods or services that are 
consumed in the year of expenditure (e.g. teachers’ salaries), while the latter 
represents longer-term investment in school buildings or equipment. Capital 
expenditure may be higher as a percentage of total spending in countries 
where expansion of the education system involves the construction of new 
school buildings. The majority of recurrent educational expenditure goes 
towards the salaries (and pensions where relevant) of teaching and non- 
teaching staff in the education system. 
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Figure 1 . 8 

Expenditure per student as a percentage of GDP per capita, 1998 



El Primary 9 Secondary 9 Tertiary I 1 Shaded area represents the OECD mean for each level 
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1 . Public institutions only. 

Source: OECD/UNESCO WEI, Table 9 in Annex A4. 
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WEI countries tend to spend only a small part of the education budget on 
capital expenditure. In Indonesia, for example, 4 per cent of total public 
spending on education at the primary and secondary levels is allocated to 
capital expenditure. In other countries, the percentage is closer to the OECD 
mean (8 per cent in 1 998). Both OECD and WEI countries tend to allocate a 
higher percentage to capital expenditure at the tertiary level, as this level 
requires greater long-term investment. Malaysia, for example, spends 1 2 per 
cent of total public spending on education on capital expenditure at the primary 
and secondary level, and three times that figure (37 per cent) at the tertiary 
level (see Table 7 in Annex A4). These differences may reflect a temporary 
effort to expand the capacity of the system quickly. 



Capital costs tend to be 
highest in countries 
which are expanding 
educational provision. 



It has been widely suggested that high proportions of compensation-related 
expenditure, which is often more inflexible to change, may be at the expense 
of other current or capital expenditure. Figure 1.9 shows that among WEI 
countries, countries with a high levels of compensation-related expenditure 



Figure 1 .9 

Capital and compensation-related expenditure as a proportion 
of total expenditure in primary and secondary levels, 1998 
(in percentages) 
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Salaries for teaching and 
non-teaching staff 
account Jot the largest 
share off current spending , 
but the proportion by 
type off staff can vary 
considerably. 



Rfforms involving the 
decentralisation off 
decision-making in 
education were 
introduced in many WEI 
countries in the 1 990s. 



While the rationale 
Jor decentralising 
decision-making is 
well-established , it is 
dijficult to assess its 
JJects, particularly on 
teachers. 



in primary and secondary education, such as India, Brazil or Argentina, tend 
to have lower capital spending. And higher levels of capital spending are found 
in the Philippines, Chile and Peru, where the shares of total expenditure 
going towards compensation are considerably lower. 

Figure 1.10 breaks down salary costs for teachers and for all educational 
personnel as percentages of current expenditure in selected WEI countries. 
Indonesia and Peru spend more than two thirds of the money allocated for 
current expenditure on teachers’ salaries at primary and secondary levels. 
The breakdown of expenditure on salaries by category of personnel reflects 
wide differences in the use of non-teaching staff. In Peru, the salary costs 
for teachers represent 70 per cent of current expenditure while other 
staff account for only 2 per cent. In the case of Argentina, however, the 
salaries of non-teaching staff account for a considerable proportion of wage 
costs. This difference can be seen in the ratio of classroom teachers to 
school administrators, which is almost 30 to 1 in Peru but only 4 to 1 in 
Argentina. 

The next chapter discusses teacher salary scales in greater depth both from a 
comparative perspective and in terms of overall costs. 

Governance of schools 

Many WEI countries are in the process of decentralising financial and 
management responsibilities to regional or municipal authorities, or even to 
individual schools, as part of broader reform policies. These efforts may have 
a considerable impact on the context of teaching. However, there are also 
some WEI countries which are at a different stage of the policy cycle and, 
sometimes as a reaction to over-hasty decentralisation, are seeking to re- 
centralise certain aspects of decision-making. 

The decentralisation of responsibilities from central to regional and local 
authorities has been motivated by a wide range of concerns. The aim of these 
reforms is to improve efficiency and student performance, and to increase 
community involvement. Decentralisation policies aim to give communities 
and schools greater power to select and manage their own personnel, to choose 
certain areas of the curriculum and to control some aspects of financial 
resources. In principle, the rationale underlying these steps is that local 
decision-makers know their own needs best. It is also thought that this policy 
should lead to greater accountability, as parents are encouraged to participate 
actively in school governance, and ultimately, to improved student 
performance. In practice, however, it is difficult to assess the actual impact on 
teachers because of the complexity of the process of decentralisation. 
Nonetheless, it is possible to draw some general conclusions from experience 
in a number of countries. 
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Figure 1.10 

Compensation for teachers and other staff as a proportion of total current 
expenditure by level, 1998 
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1 . Public institutions only. 

2. Public and government-dependent private institutions only. 
Source : OECD/UNESCO WEI, Table 7 in Annex A4. 
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The potential impact on 
teachers is considerable , 
and teachers themselves 
may be asked to play a 
role in the decision- 
making process. 



The decentralisation of responsibilities may affect teachers' working lives in 
different ways. For example, local municipalities or school principals may be 
given greater power over certain aspects of personnel management, such as 
recruitment of teachers and pay awards, or for use of resources. The ability to 
reallocate expenditure within an overall budget or to raise local resources, 
for example, may have a substantial impact on the funds available for staffing 
or in-service training. Teachers themselves may be asked to carry additional 
responsibilities in the areas of curriculum development or school management. 



Box 1 . 1 looks more closely at the results from a recent comparative study of 
policy trends related to decentralisation in education. 



□ 

Box 1 . 1 

The effects on teachers of decentralising education systems 

A recent study has examined the role of regional governments in the funding and governance of 
primary and secondary education in 2 1 countries (NCES, 2001 ). The study included six WEI countries, 
four with federal systems of government (Argentina, Brazil, India and Russia) and two non-federal 
systems (China and Indonesia). 

Overall, the study found that 10 of the 21 countries had moved towards decentralisation in six 
different areas of decision-making in the 1990s. Five countries remained basically centralised in 
their decision-making, and others had a mixed profile. Two of these countries had moved towards 
more centralised decision-making: the United Kingdom in the areas of curriculum, duration of 
schooling, examinations and inspection, and Australia in the area of finance. In the six WEI countries, 
the study found the trends summarised in Table 1.1. 



Table 1.1 

Shifts in levels of authority over educational decision-making, 1990s 
(primary and secondary education) 



C-R: Central to 
C: Central 


regional 


C-L: Central to local 
R: Regional 


R-C: Regional to central L-C: Local to central 

L: Local 


Curriculum 


Hour/year 


Exams 


Credentials 


Inspection 


Finance 


Overall 


Argentina 


C-R 


R 


L 


R 


C-R -C-L 


C-R 


C-R 


Brazil 


C-R 


C 


C/L 


~ 


C-R 


C-R -C-L 


C-R -C-L 


China 


C-R 


C 


R 


C 


C-R -C-L 


C-R -C-L 


C-R -C-L 


India 


R-C 


R-C 


R-C 


R-C 


L 


L-C 


R-C -L-C 


Indonesia 


C-R 


C 


C 


C 


C 


C 


C 


Russian Federation 


C-L 


C-L 


C-R -C-L 


C-R -C-L 


C-R -C-L 


C-R -C-L 


C-R -C-L 



~ : No information available. 
Source: NCES (2001). 
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In general, decisions in some fields are traditionally made at the regional or local level, such as those 
relating to curriculum choices and inspection; others, concerning the duration of schooling or 
examinations and qualifications, are more likely to be the responsibility of central authorities. 
Decisions about personnel supervision and budgets are made at various levels in the WEI countries. 
For example, decisions in these areas are the responsibility of central authorities in India and Indonesia, 
while they made at the regional and local level in the other WEI countries reviewed in the study. 



The special survey conducted among WEI countries in 1998 showed that the 
level at which decisions about teachers are made differs from country to 
country, but tends to be fairly consistent within each country. The only 
exception is statutory salary scales, which are set at the central level in nearly 
all countries. This diversity is shown in Table 1.2: in Indonesia, central 
government is responsible for hiring and firing teachers, for prescribing 
teachers’ duties and conditions of service, and for determining teachers’ career 
progression, while in India these same decisions are made at regional level 
and in Chile, largely at local government level. It should also be noted that 
decentralised decisions are frequently taken within a framework laid down 
by central government, usually with some degree of consultation with regional 
and local governments. 

It is widely held that well- trained and motivated teachers are a major factor 
in a school’s performance. In addition to strong teaching skills, teachers need 
a supportive environment that fosters continuing training and teamwork and 
makes time available for new responsibilities related to school management. 



Within countries , most 
decisions that affect 
teachers are made 
consistently at the same 
level of government, 
whether central or local, 
but the salary structure is 
always a matter for 
central government. 



Table 1 .2 

Levels of authority over educational decision-making at ISCED 1/2,1 997 
(decision taken at central, regional, local or school-level) 



C: 


Central R: 


Regional 


L: Local S: 


School m: 


missing 




Hiring/firing 

teachers 


Setting 

wages 


Duties and 
condition 


Influence 
career path 


Allocation of 
resources 


Indonesia 


C 


C 


C 


S 


C 


India 


R 


R 


R 


R 


R 


Chile 1 


L 


C 


L 


L 


L 


Philippines 


R 


C 


C 


S 


R 


Thailand 


C 


C 


S 


S 


C 


Argentina 


m 


m 


m 


m 


R 



1 . Data refer to public institutions only in 1996. 
Source: OECD (1998). 
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“School expectancy \ the 
expected number oj years 
oj schooling , is a measure 
oj aggregate enrolment 
across the school-age 
population . 



Higher school expectancy 
is not always associated 
with higher levels oj 

GDP 




Some countries have adopted a model in which schools operate within a 
centrally determined framework of curricula and standards, but are given a 
considerable amount of autonomy and responsibility for decisions. One 
example of school-based decision-making is the team-teaching approach 
adopted in Peru, which identifies and proposes solutions to problems such as 
professional development and community outreach (ILO, 2000). New 
educational legislation, such as that in Thailand, may call for the creation of 
school-based management committees comprising parents, teachers and 
community leaders (ibid). 

H TEACHERS ANDTHE ORGANISATION OF LEARNING 

Over the last decade, access to schooling has expanded at all levels, and 
educational attainment among young people has increased several-fold over 
that of their parents’ generation. In most WEI countries, the focus of education 
policy has moved increasingly from access to primary education to higher 
levels of education, and to issues of quality throughout the system. This has 
meant a greater focus on teachers, particularly in the context of growing 
demand at secondary and tertiary levels. 

This section looks at the education systems in which teachers serve in WEI 
countries. Systems differ widely in the demands they place on teachers, in 
levels of participation in the education system and in the organisation of 
educational programmes. The section examines the available evidence on 
educational quality, such as what student assessments can tell us about the 
conditions that teachers face in the classroom. 

Growing levels of participation in education 

One indicator which reflects overall changes in participation in education is the 
average number of years of schooling which a five-year-old child can expect, 
conventionally termed “school expectancy”. This measure captures aggregate 
patterns of enrolment by adding together the net enrolment rates for single 
years from the age of five (and dividing by 1 00) . It represents the number of 
years for which students are enrolled in the system, but does not indicate any 
particular level of achievement. Higher school expectancy is usually found in 
countries with higher enrolment rates and more developed systems of tertiary 
education, but expectancy may also be increased by high levels of repetition. This 
indicator should therefore be interpreted with caution. 

School expectancy varies widely in WEI countries, more years not always 
being associated with higher levels of GDP per capita. Figure 1.11 shows that 
countries have achieved similar results in expected years of schooling with 
widely differing GDP per capita. For example, Peru has achieved a level 
comparable to that of Malaysia, but with only half the GDP per capita. Chile 
has a level similar to that of Argentina, but much lower national income. This 
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Figure 1.11 

Expected years of schooling and GDP per capita, 1998 



GDP per capita in PPP dollars 




Sources: OECD/UNESCO WEI, Table 1 2 in Annex A4; World Bank (2001). . 

is not to say that this measure captures educational quality per se, but rather 
access to education, and particularly at post-secondary levels. Nonetheless, 
WEI countries with the lowest GDP per capita, such as China and Indonesia, 
are found clustered together, having similarly low values for school expectancy. 

Figure 1.12 shows estimated school expectancy in WEI countries in 1 996 
and 1998. The level rose over this short period in five of the nine countries 
where data are available, especially in Chile, Malaysia, Paraguay and Uruguay. 
Girls, in particular, benefited from the expansion of educational opportunities 
in Uruguay. Generally, levels were still far below the OECD mean, where 
continuation to tertiary education is more widespread. The gender gap 
remained relatively stable among the 14 countries with data for 1998: girls 
had more expected years of schooling than boys in seven countries (Latin 
American and others) and fewer years in the other seven (African and others). 

School expectancy figures cannot capture actual learning outcomes, however. 
Data from comparative student assessments in Latin America show that the type 
of school matters. Students attending elite private schools score considerably 
higher in mathematics and science tests than their peers in rural public schools 
(World Bank, 1 999). Although the socio-economic differences underlying these 
outcomes may play a large role, good teaching and learning conditions also clearly 
encourage good results. While the increase in school expectancy is a positive 
achievement in itself, it is not sufficient to ensure either the equitable distribu- 
tion or the quality of educational opportunities. 

ERIC 



Between 1 996 and 
1 998 , school expectancy 
increased in Jive of the 
nine countries for which 
data are available. 



The expected number of 
years cf schooling does 
not r fleet the real 
outcome of education: 
learning achievement. 
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Figure 1.12 

Expected years of schooling under current conditions, 1 996 and 1 998 



Despite progress, there are 
still challenges to be met 
in extending education to 
those who need it most. 



Participation in early 
childhood programmes 
exceeds the OECD mean 
in some countries, such as 
Peru and the Russian 
Federation . 




D 1996 p 1998 

Number of years • 



18 «=i 

OECD average= 16.7 (1998) 

16 




1 .Year of reference 1998. 

2. Year of reference 2000. 

3. Full-time participation only. Participation by adults in part-time education accounts for 
about five more years of school expectancy. 



Sources : OECD/UNESCO WEI, Table 12 in Annex A4; OECD (2000). 



An important issue is who benefits from additional education. Not surpris- 
ingly, it appears that children from poor households or living in remote areas 
are the hardest to reach. Evidence from household surveys carried out over a 
number of years in several WEI countries suggests that the poor are the last 
to benefit from increased access to education (Vandermoortele, 1999). 
Governments have therefore made efforts to create incentives for teachers to 
work in remote areas. In Malaysia, for example, higher remuneration and 
promotional schemes have been introduced for teachers working in schools 
in remote areas. In Russia, Sri Lanka and other countries, the state provides 
subsidised housing and special hardship allowances for this category of teachers. 
Nevertheless, recruiting and retaining qualified teachers remains a challenge 
in mostWEI countries. 

Educational opportunities have expanded not only at secondary and tertiary 
levels, but also through access to early childhood education. These programmes 
are spreading along with the recognition that early intervention in education 
is an effective way of providing the basis for lifelong learning and helping to 
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break the cycle of poverty. In the WEI countries, rates of participation in 
early childhood development programmes often reach levels comparable to 
those in OECD countries. For example, more than 80 per cent of five-year- 
olds attend programmes in Peru and the Russian Federation. 

The importance of basic education in WEI countries is underscored by the fact 
that attendance is compulsory at both primary and lower secondary levels (which 
together last for between seven and 1 1 years). In the last few decades, most WEI 
countries have theoretically achieved universal primary enrolment, although net 
enrolment rates still show large gaps at certain ages in some countries. There are 
still pockets of out-of-school youth in most WEI countries. 

Public provision of primary and secondary education is predominant, as is 
shown in Figure 1.13, but substantial proportions of students are enrolled in 
private institutions in Chile (44 per cent), Jordan (24 per cent) and Argentina 
(22 percent). Private provision at tertiary level is more common, as elsewhere 
in the world, and is particularly high in Indonesia (85 per cent of students), 
the Philippines (74 per cent) and Chile (7 1 per cent). The comparable OECD 
mean is 26 per cent. Private tertiary enrolments represent only 5 per cent of 
the total in the Russian Federation, however. 



Enrolments in private 
education are highest in 
Argentina, Chile and 
Jordan at the primary 
and secondary levels, and 
in Chile, Indonesia and 
the Philippines at the 
tertiary level . 



Figure 1.13 

Share of students in private educational institutions by level of education, 1998 



% 




3 

OC 



Source: OECD/UNESCO WEI, Table 14 in Annex A4. 
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Figure 1.14 

Proportion of students repeating current grade by educational level, 1 998 



Q Primary 



Lower secondary 




Countries are ranked by primary level. 

1 .Year of reference 1998. 

Source: OECD/UNESCO WEI, Table IS in Annex A4. 



High repetition rates 
persist in several WEI 
countries, lowering the 
efficiency off education 
systems and creating 
problems for teachers. 



Most WEI countries have been able to promote progression through the 
primary and secondary grades, but high rates of repetition persist in several 
countries. Figure 1.14 shows that in Brazil andTunisia, repetition at the primary 
and lower secondary levels remains a serious problem. While there is still 
wide debate on how best to measure the scope of the problem accurately 
(Klein, 1 999), it is clearly a pressing issue. From the perspective of teachers, 
classes with large numbers of repeaters make it more difficult to deliver the 
curriculum and to manage the classroom. 




Increasing the number of students who complete secondary schooling is vital 
for enhancing human capital and improving economic performance. Despite 
the often high rates of non-completion noted in some WEI countries, levels 
of secondary school completion have risen sharply in many WEI countries, 
though still at levels below the OECD mean. Figure 1.15 shows the range of 
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Figure 1.15 

Upper secondary graduation rates by type of programme, 1998 



0// ° l—l General 




Ratio oj upper secondary graduates to total population at typical age oj graduation (multiplied 
by 100), by type of programme. 

Source: OECD/UNESCO WEI, Table 18 in Annex A4. 



graduation rates in WEI countries. Data over time show that completion rates 
have been increasing in countries with available data, with the exception of 
the Philippines. 



As reflected by secondary completion rates, education systems vary in the 
emphasis of their provision. Young people are more likely to follow a 
predominantly academic programme in Philippines (100 per cent), Malaysia 
(97 per cent), Tunisia (88 per cent) and Paraguay (87 per cent), and a more 
vocational programme in China (54 per cent) and Argentina (53 per cent). 

Greater demand for secondary schooling has partly been the result of the 
increased numbers of children completing primary education. Government- 
dependent and independent private schools are therefore frequently playing 
an increasing role in the provision of secondary education, as indicated above 
(see Figure 1.13). 



Education systems vary in 
the emphasis of upper 
secondary education, from 
predominantly academic 
to predominantly 
vocational . 



An extensive tertiary education system is needed to build the scientific and 
technological infrastructure to respond to the emerging needs of knowledge- 
based economies. Improving access to upper secondary and tertiary education 
therefore remains an important goal, as there is still widespread inequality in 
many countries. 
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There has been modest growth in tertiary enrolment rates in WEI countries 
in recent years. Generally, however, tertiary enrolment rates are considerably 
lower than those in OECD countries. And as shown in Figure 1 . 1 6, graduation 
rates can also vary substantially by country and by type of programme in WEI 
countries. A greater number of students graduate from professional 
programmes (Tertiary-type B) in WEI coim tries compared to the OECD mean, 
although university-degree programmes are strong in the Russian Federation 
and the Philippines. 



Multi-shift, multi-grade 
and boarding schools are 
common in someWEl 
countries , but little is 
known as yet about the 
implications of such 
arrangements. 



Although governments have had some success in expanding educational 
opportunities, one of the main problems has been an adequate supply of teachers. 
As a result, some countries, as noted in Table 1.3, make considerable use of 
multi-shift schooling at both the primary and secondary level. While research in 
Brazil, Chile, India and Malaysia has shown that the use of multi-shift schools has 
not led to poorer learning outcomes than single-shift schools, it has raised concerns 
about difficult working conditions for teachers (Bray, 2000). 



Figure 1.16 

Tertiary graduation rates by type of programme, 1998 



Ratio U Tertiary-type A 




Ratio of graduates to population at typical age of graduation in public and private institutions. 

Note: The total of tertiary graduation rates might be overestimated due to double counting 
across types of programmes. 

1 .Year of reference 1 998. 

2. Year of reference 1997. 

3. Year of reference 2000. 

Source : OECD/UNESCO WEI, Table 19 in Annex A4. 
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Table 1 .3 

Prevalence of multiple-shift schooling, late 1 990s 





• Common 


□ Rare 


n: none m: missing 




Primary 


Lower secondary 


Upper secondary 

General 


Upper secondary 

Vocational 


Brazil 


□ / □ 




• /• 


n/ n 


Chile 


• 


• 


• 


m 


Egypt 


m 


m 


m 


m 


Indonesia 


m 


• 


• 


• 


Malaysia 


• / □ 


• 


• 


m 


Peru 


n 


• 


n 


n 


Philippines 


□ / □ 


□ 


o 


m 


Russian Federation 


□ / □ 


□ / □ 


n 


m 


Sri Lanka 


n 


n 


n 


n 


Thailand 


n 


n 


m 


□ 


Tunisia 


n 


n 


n 


n 


Uruguay 


• / • 


• /• 


• /• 


• / • 


Zimbabwe 


n 


n 


n 


n 



Note: First or only symbol refers to double shift classes/ schools; second symbol refers to triple shift classes/ schools. 
Source: OECD/UNESCO WEI. 



While national indicators supply valuable information at a general level about 
teachers’ working conditions, they say less about what happens at the class- 
room level. Additional evidence from an international study conducted in 
1999 is therefore included (see Box 1 .2). This timely study helps to provide a 
better understanding of some aspects of the challenges faced in teachers’ 
day-to-day situation . Moreover, it raises the vital issue of maintaining adequate 
levels and distribution of resources at the school level. An essential part of 
enabling teachers is ensuring that they are well-prepared and well-equipped 
to meet the needs at the school level. 



Box 1.2 

What happens in the classroom? Evidence from international assessments 

Growing concern about the quality of education has focused on the outcomes of learning, but this is 
an area that is very difficult to measure or monitor. For the most part, efforts have concentrated on 
testing knowledge of the prescribed curriculum in certain areas such as mathematics and sciences. 

The Third International Mathematics and Science Study (TIMSS), for example, was conducted in 
1999 in 38 countries, including eight WEI countries. It tested the curriculum-based achievement of 
students in grade 8 (generally aged 13-14 years). In terms of national average achievement scores, 
WEI countries tended to cluster at the lower end of the scale, as shown in Figure 1.17. Countries 
with levels of GDP per capita similar to those of WEI countries, mostly in Central and Eastern 
Europe, achieved considerably higher average achievement scores. 
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Figure 1.17 

National achievement scores in mathematics and sciences, 1999 



National achievement scores as a percentage of international mean 




Sources : Martin et ai (2000); Mullis et al. (2000). 

In terms of science achievement, Malaysia and the Russian Federation were the only WEI countries 
scoring above the international average. Girls did as well as or better than boys in science in 22 of the 
38 countries, and in five of the eight WEI countries. Boys achieved higher scores than girls in Chile, 
the Russian Federation and Tunisia. In mathematics, Malaysia and the Russian Federation again 
exceeded the international average. 

Besides assessing students’ knowledge of mathematics and science, however, the study also collected 
detailed information about the characteristics of schools and teachers. Several issues that it examined 
were the use of information and communication technologies (ICT) in the classroom, the 
“preparedness” of teachers to teach mathematics and science and shortages or inadequacies that 
affect schools’ capacity to provide instruction. 

There is much public discussion of the need for ICT in the classroom, but because of the speed of 
changes, much less knowledge about how ICT actually improves teaching and learning. The benefits 
of greater access to information are clear, but how new technologies are incorporated into curricula 
and how teachers are trained to use these new tools are important issues for the immediate future. 

According to theTIMSS study, the percentage of students whose schools have access to the Internet 
ranges from 98 per cent in Finland to near zero in Indonesia, Iran and Morocco. The highest access 
rates in WEI countries are found in Chile, where 23 per cent of 8th-grade students have access to the 
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Internet in their school. Thailand and Malaysia show the next highest figures, 1 7 and 1 6 per cent respec- 
tively. The level of access in the Russian Federation is lower than might have been expected, only 5 per cent. 

There is some indication of the extent to which teachers and students are using computers to 
demonstrate ideas in science classes. According to TIMSS data, the use of computers in science 
teaching is still relatively limited in Indonesia, Malaysia and Tunisia, and is more frequent among 
teachers than students in the Philippines and Thailand. The highest proportion of students using 
computers in science is in Jordan, although at a level still below the international mean. 

The study also measured access to the Internet and found that even in countries with low levels of access 
at home or at school, much larger percentages of students reported having access elsewhere. While it is 
possible that students have access through libraries, cafes and other places, it is also likely that some 
students do not have a clear idea of what is meant by Internet access (Martin et al. y 2000). 

Figure 1.18 

Shortages or inadequacies that affect schools’ capacity 
to provide science instruction (in percentages) 
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As part of background questionnaires completed by headmasters of participating schools in the TIMSS 
assessment, these figures refer to the proportion of 8th-grade students affected by a shortage or 
inadequacy as r fleeted by the answer categories “some” and “a lot” 

Source: Martin et al. (2000). 
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While the use of new technologies in the classroom is frequently looked to as a valuable tool for 
teachers and efforts to widen access in schools have increased in WEI countries, the associated 
costs are often large and compete with expenditure on other educational goods, such as instruc- 
tional materials. The shortages in learning materials or the inadequate availability of supplies or 
poor building conditions that affect a schools’ capacity to provide instruction were reported by 
head-teachers in the eightWEI countries and give an interesting perspective of school conditions 
(Figure 1.18). Countries that have faced shrinking educational budgets, such asThailand and the 
Russian Federation showed the greatest problems, with the shortage of instructional materials 
affecting 80-90 per cent of the 8th grade students. Fewer problems were reported in Chile, 
Malaysia and Indonesia, although the share of students affected still ranged between 20 and 
40 per cent. While these results should be interpreted with caution, they may imply that in 
terms of enabling teachers, governments need to look more closely at improving access to traditional 
tools of teaching and learning and not only in terms of access to the latest technology. 

Figure 1.19 provides an indication of how confident teachers are in their ability to teach 8th grade 
mathematics and science classes. The index was calculated based on self-reported responses by teachers 
and uses the level of “preparedness” to teach different sub-topics in science or mathematics (e.g, life 
science, biology, chemistry, algebra, geometry). 



Figure 1.19 

Teachers’ confidence in their preparation to teach science and mathematics topics 

(in percentages) 
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Students whose teachers report feeling prepared to teach each topic. 
Sources : Martin et al. (2000); Mullis et al. (2000). 
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Generally, teachers were more confident about their preparedness to teach in the area of mathematics 
than in science. For example, in Malaysia, the proportion of mathematics teachers who reported 
their level of preparedness as low was only 5 per cent cent compared to 61 per cent in science. More 
than half of the mathematics teachers inThailand felt poorly prepared while more than half of science 
teachers felt the same way inThailand, Malaysia, Chile andTunisia. While further research is needed 
to see how these variables are associated with students’ actual learning achievement, they do give a 
general indication of teachers’ views about their training and therefore provide useful background 
information for looking at teachers’ qualifications in the next section. However, as they represent 
teachers views, they may not reflect actual differences between countries in terms of qualification 
standards and required training. 



II PROFILES OF THE TEACHING FORCE 



This section identifies some of the key characteristics of the existing teaching 
force in WEI countries: age and gender distribution, and qualifications. These 
are significant variables and need to be monitored in order to respond to 
changing patterns of enrolment and availability of financial resources. 



The composition of the teaching force in terms of age and gender helps to 
provide insights into the state and status of the teaching profession. The age 
profile of the teaching force not only reflects the supply of teachers and the 
rate of renewal of the teaching force (which has implications for the forward 
planning of teaching staff requirements) but also provides a proxy for the 
overall level of teaching experience. The gender composition of the teaching 
force to some degree reflects national social norms and traditions, but also 
gives an indication of the labour market situation of teachers. However, it is 
difficult to define a right balance between young and old or female and male 
teachers. Generally, these indicators can inform policy merely by identifying 
serious imbalances. 



While a reasonable 
balance between age 
groups and genders in the 
teaching force is a 
justfied policy goal, it is 
difficult to relate these 
characteristics to student 
achievement. 



The age distribution of the teaching force is of particular concern. Policies on 
the recruitment, deployment and retention of teachers will obviously 
influence, and be influenced by, the balance between younger, less experienced, 
and older, more experienced teachers. Countries with predominantly older 
teachers, such as Chile, clearly have more accumulated experience in the 
teaching force. Countries with significant proportions of younger teachers, 
such as Indonesia, may have less accumulated experience, but the introduc- 
tion of new curricula may prove to be easier among younger teachers who 
have been trained more recently. Perhaps more importantly, they incur a 
smaller wage bill, with the result that education systems can reach more pupils 
at a lower cost. 
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Figure 1.20 

Distribution of teaching staff by age and level of education, 1998 
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Source : OECD/UNESCO WEI, Table 22 inAnnexA4. 
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Figure 1 .20 and Table 22 show the age distribution of teaching staff by level of 
education. In primary education, younger teachers are most prevalent in Brazil 
and Indonesia. In Indonesia, teachers under 30 years of age make up more than 
half of the primary-level teaching force. The age profile of primary teachers is 
considerably higher in Chile and China. In Chile, the data clearly indicate that a 
renewal of the teaching force is rapidly becoming a necessity, even taking into 
account the falling number of students due to decreasing fertility rates. Over 
half of the teachers employed at the primary level are older than 45 years of age. 

In secondary education, there are fewer teachers under 25 years of age, partly 
because many may still be in training to meet the higher qualifications necessary 
to teach at the secondary level. Age profiles are very similar in both lower and 
upper secondary education, except in Indonesia, where there are more older 
teachers at the upper secondary level. The youngest secondary-level teaching 
force in the WEI countries is in China, where the majority of teachers are under 
35 years of age. In Chile, over 50 per cent of the teachers in lower secondary, and 
40 per cent in upper secondary education are older than 45 years of age. 

Figure 1.21 

Proportion of women among teaching personnel and GDP per capita, 1998 

(in percentages) 



In primary education, 
young teachers are in the 
majority in Brazil and 
Indonesia. 



The age profiles of 
secondary teaching staff 
vary widely ; from China, 
where over half are under 
35 years old , to Chile, 
where nearly ha If are over 
45 years of age. 



□ OECD countries □ WEI countries 



GDP per capita in PPP dollars 




Sources: OECD/UNESCO WEI; World Bank (2001);Table 23 in Annex A4. 
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The gender distribution 
of the teaching force 
relates more closely to 
social norms and labour 
market issues than to 
level of national income. 



The majority of primary 
school teachers are 
women in WEI countries, 
except in China, India 
andTunisia. Women 
account for an even 
higher proportion in 
private education, except 
in Zimbabwe. 



In the provinces of China, 
women tend to work as 
teachers rather than 
administrators, but where 
there is a high proportion 
of women among teachers, 
so there is among 
non-teaching staff. 




The policy implications of the gender composition of the teaching force are 
sometimes contradictory. On the one hand, development literature points to 
the positive impact of female input and of the involvement of women in 
education, especially in encouraging greater participation among girls. On 
the other hand, a very high proportion of women in teaching, as in the Russian 
Federation, may reflect unsatisfactory labour market conditions and/or an 
imbalance between the genders in the completion of tertiary education. 

As shown in Figure 1.21, the proportion of women among teachers at all 
levels of education is not clearly associated with national levels of GDP per 
capita. Two countries with roughly similar levels of GDP per capita, Brazil 
(6 625 PPP dollars) and Tunisia (5 404 PPP dollars), have very different 
proportions of women employed as teachers, 85 per cent in Brazil but only 
46 per cent inTunisia.The proportion of women tends to be influenced rather 
more by other criteria, such as cultural traditions, social norms, and labour 
market conditions. For example, Central and Eastern European, and European 
OECD countries, tend to cluster together in the scatter-plot. 

In WEI countries, primary teachers are predominantly women, with the 
notable exceptions of China, India andTunisia, where women represent 50 per 
cent or less of the total number of teachers. In all countries, the percentage 
of women among teachers in upper secondary education falls below the 
percentage at the primary level, as shown in Figure 1.22, although women 
still form the majority of the teaching staff in upper secondary education in 
three of the six countries with available data. The lower proportion of women 
in upper secondary education may be explained in some countries where 
upper secondary education is largely vocational by the fact that the occupations 
for which students are prepared have a similar gender imbalance themselves 
(e.g. agriculture and some industries). 

Some gender differences may be associated with the type of school (public 
vs. private). The proportion of women in public education tends to be 
higher than that of men at all levels in almost every country (exceptTunisia). 
In private education, the proportion of women is also higher in Malaysia 
(61 per cent in public and 84 per cent in private) and Thailand (58 per 
cent in public and 79 per cent in private education). The opposite is the 
case in Zimbabwe, where the proportion of women in private education is 
only 40 per cent. 

Although data on gender distribution are not broken down type of staff 
(teaching, non-teaching and administrative) as part of the WEI project, data 
from China for the year 1 998 show that despite the high proportion of women 
in the teaching profession, the percentage of administrative positions occupied 
by women (between 8 and 58 per cent) was substantially lower in every 
province than the similar percentage of full-time teaching positions (between 
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Figure 1.22 

Share of women among teaching personnel by level of education, 1998 

(in percentages) 
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30 and 72 per cent) (Ministry of Education — China, 1999). The data also 
show that the higher the percentage of women teachers, the higher also the 
proportion of women in administrative positions. 

The qualifications profile of the teaching force reflects its age distribution to 
some extent, in that the minimum qualifications required to teach at a given 
level of education have changed considerably over time. For example, a teacher 
at the upper secondary level in Chile would today need to have at least a 
tertiary qualification, i.e., a degree from a university or teacher-training col- 
lege, whereas 20 or even ten years ago the minimum qualification for entering 
the field was non-tertiary. 
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SixWEI countries now 
require tertiary 
qualifications from all 
primary and secondary 
teachers. The lowest 
proportions of teachers 
with tertiary 
qualifications are found 
in Brazil China and 
Tunisia. 




Qualifications also differ according to the level of education taught, and there 
are significant differences between WEI countries. As shown in Figure 1.23, 
six countries have more or less reached the standard of requiring tertiary 
qualifications for teaching in primary, lower and upper secondary education. 
The lowest proportions of teachers with tertiary qualifications are found in 
Brazil, China and Tunisia. The first two of these also have the lowest percent- 
ages at the lower secondary level. There may be large differences between 
countries within the same world region, as betweenTunisia, where only 14 per 
cent of teachers at the primary level have a tertiary qualification, and Jordan, 
where almost all teachers at the same level have such a qualification. In general, 
the proportion of teachers with a tertiary qualification increases at the 
secondary level, where more advanced types of training are expected. 

Information collected from the eight WEI countries participating in theTIMSS 
assessment reflects a seemingly contradictory situation with regard to the 
qualifications of mathematics and science teachers. In most, the percentage of 
students whose science or mathematics teachers had primarily studied the subject 
that they were teaching was close to the international average. The two exceptions 
were the Philippines andThailand, although this result may be affected by 
pre-service training policies in those countries. At the same time, headteachers 

Figure 1.23 

Share of teachers with tertiary-level qualifications, 1998 
(in percentages) 
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reported shortages in qualified teachers. The percentage of students in schools 
reporting such shortages was highest in Jordan and Tunisia. 

As shown in Figure 1 .24, the distribution of qualified teachers may vary more The distribution of 

within one country than between countries. This is illustrated by the case of qualified teachers can 

Brazil, where teachers in less developed regions are much less likely to have favour some regions over 
tertiary qualifications than those in better-off regions. The variation between others as illustrated by 
Bahia, which ranks twentieth out of the 27 regions in Brazil in terms of the the case of Brazil. 
human development index, and Sao Paolo, which ranks third, is striking. Pro rata, 

Sao Paolo has 14 times as many primary teachers with tertiary qualifications as 
Bahia, and at the lower secondary level, where qualifications may matter even 
more, the proportion is two and a half times greater in Sao Paolo. The challenge 
of improving standards in less developed regions must be met if educational 
quality is to be enhanced and students’ life-chances improved. 

Having examined the contexts in which teachers work — the impact of macro- 
economic indicators on the funding of education systems, the organization of 
education systems and some of the challenges that teachers face in the 
classroom — we turn in the next chapter to some of the policy trade-offs 
which both influence and are influenced by these contexts. 



Figure 1 .24 

Share of teachers with tertiary- level training 
by level in selected states of Brazil, 1998 
(in percentages) 
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■ INTRODUCTION 

There is robust evidence that knowledge and skills are a significant factor in 
economic growth and social development. Education and training play a crucial 
role in fostering the development of the human capital needed by the economy, 
and in helping individuals and societies to adapt to profound social, economic 
and cultural change. The ability of education and training systems to fulfil this 
role depends on whether educational institutions themselves respond to 
change, and on whether teachers develop and deliver educational content in 
ways that meet the needs of today’s and tomorrows citizens. 

Educational policy-makers need to ensure that the investment made in 
teachers is sufficient and proportionate to the demands placed upon them. 
This means both that the qualifications of the teaching force must be 
adequate and that the salaries and working conditions of teachers must be 
sufficiently competitive to attract people with the desired qualifications 
into the teaching profession. 

This chapter considers the challenges posed by the need to secure a skilled 
and motivated teaching force, and examines some of the policy choices and 
trade-offs that countries make when balancing expanded access to education 
against the need to attract and retain good teachers: 

• Section 1 examines changes in the demand for teachers during the first decade 
of the 21st century under different enrolment scenarios. It also explores 
the financial implications of changes in the size of the teaching force. 

• Section 2 looks at what is demanded of existing and prospective teachers: it 
considers the general expectations that policy-makers in WEI countries place 
upon teachers, and the required qualifications and expected workloads of 
teachers. These aspects are examined in the context of national income per 
capita. 

• Section 3 then examines what is offered to teachers for fulfilling their tasks. 
The section includes a comparative analysis of financial incentives and career 
prospects. 

• The concluding section brings the factors examined in the preceding sections 
together, with the aim of quantifying the cost of changing the structural 
characteristics that determine the interplay between what is demanded of 
teachers and what is offered to them. 

While the analysis in this chapter encompasses both OECD countries and the 
countries participating in the OECD /UNESCO World Education Indicators 
(WEI) programme, the focus is on teacher supply and demand in WEI 
countries. 
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The number of teachers 
has steadily increased in 
the developing world; but 
the increase has not 
always been sufficient to 
outweigh the growth in 
the school-age population. 



In mostWEl countries , 
demographic pressure 
has somewhat eased at the 
primary level but is 
increasing at the secondary 
and tertiary levels. 



D DEMAND FORTEACHERS INTHE NEXT DECADE 

Rising enrolment rates, in some cases combined with an expanding popula- 
tion of school age, are increasing the demand for new teachers in many WEI 
countries, most significantly often in those with the lowest levels of economic 
development. This has significant implications not only for teacher training 
and recruitment but also for the financial resources which countries need to 
invest in education if they are to achieve universal education for all children 
of primary-school age and to increase, or merely to maintain, current enrol- 
ment rates in secondary education. 

The demand for teachers in the context of population and 
enrolment trends 

Teachers represent some 1.6 per cent of the world’s 15-64 year-olds and 
comprise the largest single group of white-collar highly skilled professionals. 
The total number of teachers in formal education systems (in all countries 
and at all levels) has increased by more than seven million in just seven years, 
rising from 52 million in 1 990 to 59 million in 1 997. In 1 997, more than two 
thirds of these teachers were employed in the developing world, up from 
63 per cent in 1990 (ILO, 2000). 

However, the steady increase in the supply of teachers in the developing world 
has, on average, been counterbalanced by a comparable growth in the number 
of school-age children. Therefore, despite significant efforts made during the 
1990s to train new teachers and to improve education, many developing 
countries still experience severe shortages of teaching personnel and must 
seek to go on training large numbers of new teachers at low cost and to retain 
them with limited scope for monetary incentives. 

In the majority of WEI countries, the population of primary-school age has 
stopped growing or even started to decline. On the other hand, unlike the 
situation in most OECD countries, where the population at the age of 
secondary and tertiary education is also tending to decline, the number of 
individuals beyond primary-school age is still growing in mostWEl countries. 
The slowdown in the average number of children per woman, which began in 
the 1 970s in most countries, will still take many years to translate into fewer 
children at secondary and tertiary levels. 

Moreover, while most WEI countries either have achieved or are close to 
achieving universal enrolment in primary education, enrolment rates for the 
population of secondary-school age range from 87 per cent in Chile to only 
48 per cent in Indonesia (see Table 20 in Annex A4). Furthermore, in Brazil, 
Paraguay and the Philippines, between 20 and 45 per cent of pupils of 
secondary-school age are enrolled in primary school as repeaters or late 
entrants (see Table 20 in Annex A4), so that the proportion of the relevant 
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school-age population actually enrolled in secondary education is significantly 
lower than suggested by total enrolment rates. This is very different from the 
situation in most OECD countries, where virtually all individuals enter the 
secondary level of education and where, on average, 79 per cent of an age 
cohort gain a qualification at the upper secondary level of education (see 
Table 1 8 in Annex A4). 



Comparing current enrolment rates and student-teacher ratios with the 
projected school-age population provides a rough approximation of the 
changes required in the supply of teachers. In what follows, four benchmarks 
are used to quantify the demand for teachers over the period 1 998-2010, on 
the assumption that student-teacher ratios remain constant. 

• A “current enrolment scenario for the population of primary-school age” 
depicts the changes in the supply of teachers that would be required to 
maintain current enrolment rates while compensating for population growth 
at primary-school age; 



Comparing current 
enrolment rates with the 
projected school-age 
population provides a 
rough approximation of 
changes in the demand 
Jor teachers. 



• A “universal primary enrolment scenario” depicts the changes in the supply 
of teachers that would be needed to enrol all children of primary-school 
age by 2010; 



• A “current enrolment scenario for the population of secondary-school age” 
depicts the changes in the supply of teachers that would be required to 
maintain current secondary enrolment rates; 

• A “best practice scenario for the population of secondary-school age” depicts 
the increase in the supply of teachers needed to enrol 87 per cent of children 
of secondary-school age, which is the average of the three best-performing 
WEI countries, by 2010. 



These scenarios represent an attempt to quantify the efforts required ofWEI 
countries in order to meet the demand for teachers at the end of the decade. 
When the figures are interpreted, it should be borne in mind that the challenge 
is often not solely to increase the number of teachers but also to raise their 
qualifications through appropriate pre-service and in-service training 
arrangements. 

Obviously, these projections oversimplify the real situation in a number of 



• First, they do not take into account the demand for new teachers due to the 
turnover of existing teaching staff, which is significant in some WEI countries. 




Second, the assumption of constant student-teacher ratios is not always 
realistic since the remaining percentage of students may be geographically 
or socially harder to reach and hence require a lower ratio. On the other 
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hand, raising the student-teacher ratio may be a useful expedient in the 
short term in order to address temporary shortages of qualified teachers 
and, in some of the WEI countries where there are signs of over-staffing, 
perhaps even in the medium and long term. 

• Third, demand for teachers based simply on the populations of primary 
and secondary-school age cannot be taken as an indication of the true demand 
for primary and secondary teachers, given that the figures do not distinguish, 
within the student population of secondary-school age, between students 
enrolled above the normal age in primary education and students actually 
enrolled in secondary education. 

Figure 2.1 shows the demand for teachers in 2010 under the “current enrol- 
ment scenario” and the “universal primary enrolment scenario”. 

In three out of 1 3 WEI countries, the projected growth in the population of 
primary-school age over the period 1998-2010 will increase the demand for 
teachers by more than ten per cent. 

For each country, the bottom part of the bar illustrates the “current enrolment 
scenario”, that is, what percentage change (1998 = 100) is needed in the 
teaching force in order to maintain current enrolment rates in the population 
of primary-school age until 2010. The top part of the bar illustrates the 
“universal primary enrolment scenario”, that is, the percentage change in the 
teaching force required to enrol all children of primary school age by 2010. 



Figure 2 . 1 

Estimated change in the demand for teachers due to changes in the population 
of primary-school age under different enrolment scenarios, 
1998-2010 




(1998=100) 
140 c=j 



130 * 



D Universal participation 
I Current enrolment rates 




Source : OECD/UNESCO WEI, Table 37 in Annex A4. 
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The figure shows that as a result of the growth in the population of primary- 
school age, nine out of 1 3 WEI countries will have to expand their teaching 
force by between 1 and 24 per cent over the period 1998-2010 in order to 
achieve or maintain universal primary education with current student- teacher 
ratios (see Table 37 in Annex A4). Again, this is unlike the situation in most 
OECD countries, which have all achieved full enrolment and where the size 
of the teaching force is likely to decline because of demographic factors, except 
in Ireland, Japan, Luxembourg and Turkey (see Table 3 in Annex A4). In 
Argentina, Malaysia, the Philippines and Uruguay, the WEI countries where 
universal primary education has already been achieved, the increase in the 
demand for teachers is therefore entirely driven by changes in the population 
of primary-school age. 

In Indonesia and Zimbabwe, on the other hand, where the population of 
primary-school age is expected to level off or decrease during the first decade 
of the 21st century, the teaching force will still have to expand in order to 
achieve universal primary enrolment by 2010 (see Table 37 in Annex A4). In 
Paraguay and the Philippines, both population growth and rising enrolment 
will lead to an increased demand for teachers. In Paraguay, the Philippines 
and Indonesia, this extra demand is expected to exceed 10 per cent at the 
primary level. The scale of the need for teacher training becomes even more 
striking when the percentages are translated into actual numbers. Indonesia 
will have to employ some 1 25,000 additional teachers, Paraguay 1 2 000 and 
the Philippines an additional 38 000 teachers. Conversely, in Chile there will 
be no significant change in the demand for teachers between 1998 and 2010, 
and in Brazil and Tunisia, the demographic projections suggest that in 2010 
the demand for teachers will be slightly below 1998 levels. Finally, inThailand, 
the demand for teachers is expected to be about 12 per cent lower in 2010 
than it was in 1998. 

Countries that still have growing school-age populations, such as Paraguay 
and the Philippines (see Table 3 in Annex A4), will have to invest significant 
additional resources in order merely to maintain enrolment rates at the 1 998 
level. In countries where the pressure of the school-age population has levelled 
off or started to decline, such as Brazil, Chile, Egypt, Indonesia, Thailand and 
Zimbabwe, every additional sum invested in the teaching force will be a step 
towards universal primary education, where this has not yet been achieved, 
and/ or will allow access to higher levels of education to be expanded, and 
quality to be enhanced (e.g. by reducing class sizes, increasing teachers' 
qualifications and salaries, or addressing problems of disparity in educational 
opportunities). 

Figure 2.2 shows the expected change in the number of teachers for the 
population of secondary-school age, under the “current enrolment scenario” 
and under the “best practice scenario”. 
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Figure 2.2 

Estimated change in the demand for teachers due to changes in the population 
of secondary-school age under different enrolment scenarios, 1998-2010 



(1998=100) u Participation rates at level of top 3 WEI countries 

200 a □ Current enrolment rates 




Source : OECD/UNESCO WEI, Table 37 in Annex A4. 




In five out of 13 countries, the projected growth in the population of 
secondary-school age is expected to increase the demand for new teachers by 
between 10 and 23 per cent, in order merely to maintain current enrolment 
rates. 

For each country, the bottom part of the bar illustrates the “current enrolment 
scenario”, that is, what percentage change (1 998 = 1 00) will be needed in the 
teaching force in order to maintain current enrolment rates in the population 
of secondary-school age by the year 2010. The top part of the bar illustrates 
“best practice”, that is, the percentage change in the teaching force that will 
be required to enrol 87 per cent of the population of secondary-school age by 
2010, the figure reached today by the three WEI countries with the highest 
enrolment rates. 

In nine out of 1 3 countries, the demand for teachers is expected to increase 
between 1998 and 2010 in response to the growth in the population of 
secondary-school age (whether enrolled in primary or secondary education) 
in order merely to maintain current enrolment rates (see Table 37 in 
Annex A4). Among these countries, in Chile, the Philippines and Zimbabwe 
the increase in the demand for teachers is expected to exceed 1 0 per cent, 
while in Malaysia and Paraguay, it is expected to exceed 20 per cent. 
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Raising enrolment rates in secondary education, which is a policy target in 
many WEI countries, would further expand the demand for new teachers. If 
the current average enrolment rate of the three best-performing WEI countries 
(Brazil, Chile and Peru) is taken as a benchmark (87 per cent), then Indonesia 
and Zimbabwe would need to recruit 79 and 76 per cent more teachers 
respectively by 2010 (i.e., more than 500 000 and 23 000 teachers, respec- 
tively) than they have today (seeTable 37 in Annex A4), followed by Paraguay, 
Malaysia, the Philippines and Egypt, where the required expansion in the 
teaching force would range from 20 to 63 per cent. On the other hand, in 
Argentina, Chile, Peru, Tunisia and Uruguay, there would be limited demand 
for new teachers because of demographic changes in the population of 
secondary-school age. In some of these countries, as in most of the OECD 
countries, the ageing of the existing teaching force (seeTable 22 in Annex A4) 
is likely to be a more important factor in the demand for new teachers than 
the demography of students. 

These figures show that, despite the significant progress made by many WEI 
countries in containing population growth, it will still be very difficult for 
them to enrol, say, three quarters of the population in secondary education. 

Student-teacher ratios 

Student-teacher ratios need to be taken into account in evaluating the demand 
for and supply of teachers. 

The ratio of students to teaching staff, which needs to be distinguished from 
class size (see Box 2.1) is an important indicator of the resources which 
countries devote to education. Figure 2.3 shows current student- teacher ratios 
in WEI and OECD countries by level of education. 



Box 2.1 

Class sizes and student-teacher ratio 

It is important to distinguish student-teacher ratios from class sizes. The 
relationship between these two measures is complicated by many factors. 
These include differences between countries in the length of the school 
year, the number of hours for which students attend class each day, the 
length of the teacher s working day, the number of classes or students 
for which a teacher is responsible ( e.g . in systems of multi-grade teaching 
or where there are multiple shifts of students with the same teacher), 
the division of the teacher’s working time between teaching and other 
duties, the grouping of students within classes and the practice of team- 
teaching (OECD, 2000a). 




63 



68 



TeachersTomorrow 



Figure 2.3 

Student- teacher ratio by level of education, 1999 
Calculations based on full-time equivalents 
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Source : OECD/UNESCO WEI, Table 21 in Annex A4. 





69 



T EACHERS T OMORROW 



Student-teacher ratios vary greatly among the WEI countries. At the primary 
level, the number of students per teacher ranges from a low of 1 8 in the 
Russian Federation to a high of around 40 in Zimbabwe (seeTable 2 1 in Annex 
A4). It should be noted that the lowest student-teacher ratio among the WEI 
countries is still only at the level of the OECD average ( 1 8 students per teacher 
at the primary level). Ratios for the remaining 16 countries with comparable 
data are between 20 and 41 students per teacher, well above the OECD 
average. 

At the secondary level, Argentina, Paraguay and Russia have the lowest ratios, 
below 15 students per teacher, while at the opposite end of the scale the 
Philippines and Brazil have more than 30 students per teacher at the lower 
and upper secondary level, respectively (seeTable 21 in Annex A4). Student- 
teacher ratios at the secondary level tend to be considerably lower in OECD 
countries than in WEI countries, ranging from nine students per full-time 
equivalent teacher in Belgium to 32 in Mexico. 

In both WEI and OECD countries, the student-teacher ratio declines as the 
level of education rises. In a few WEI countries, however, the number of 
students per teacher is higher at the secondary level than at the primary level. 
These include Brazil and Thailand and Uruguay (at the upper secondary level 
only). Differences in student-teacher ratios between the various levels of 
education may indicate the priority given to particular levels of education, 
but they may also reflect delays in matching the teaching force to changing 
population and enrolment patterns. 

As countries face increasing constraints on education budgets, the decision to 
decrease student-teacher ratios needs to be weighed against the goals of 
increased access to education, competitive salaries for teachers, and invest- 
ment in school infrastructure, equipment and supplies. Student-teacher ratios 
are, however, at critically high levels in three countries, where the demand 
for new teachers is expected to increase significantly over the next decade, 
that is, in the Philippines at both the primary and secondary levels and Chile 
and Zimbabwe at the secondary level. In these countries, it will be difficult to 
respond to the increased demand for teachers by raising student- teacher ratios 
further without risking a deterioration in the quality of educational provision. 



Financial implications 

Expanding the teaching force implies funding the education of teachers, as 
well as paying them competitive salaries. With the exception of teachers’ 
salaries, it is difficult to estimate the costs of employing teachers and to 
compare them between countries. 



Figure 2.4 shows an estimate of the impact of the changes in the demand for 
teachers in primary to upper secondary education on expenditure on 





The student-teacher ratio 
ranges from 18 to 40 
students per teacher at 
the primary level and 
from 12 to 36 at the 
secondary level. 



Differences in student- 
teacher ratios between 
levels of education may 
reflect either policy 
choices or delays in 
matching the supply of 
teachers to changing 
demographic patterns. 
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Figure 2.4 

Change in expenditure on educational institutions due to 
in/ decreases in the expected number of teachers at the primary and 
secondary levels of education, 1998-2010 
Assuming changes in the number of teachers lead to equal increases in all current 

and capital expenditure 



Percentage of 1998 GDP U Current conditions 

I 5 c-, 1 100 % enrolment rate in primary 

and and 87% in secondary education ng 

| 




Enrolment rates at the secondary level of 87% represent the rates reached by the three WEI countries 
with the highest rates. 

1 . Public institutions only. 

Source: OECD/UNESCO WEI, Table 11 in Annex A4. 




educational institutions (1998-2010), based on the assumption that changes 
in the numbers of teachers will affect current and capital expenditure equally. 

The projected increase in the demand for teachers, due mainly to the expansion 
in the population of secondary-school age, is expected to lead to a rise in 
spending on education in the majority ofWEI countries. For example, Paraguay 
would have to increase expenditure on education from 3.5 to 4.5 per cent of 
its 1 998 GDP in order to maintain current enrolment rates for the populations 
of primary and secondary-school age, and to 4.9 per cent of its 1998 GDP in 
order to achieve universal primary education and to achieve the secondary 
enrolment rate of the three best-performing WEI countries (87 per cent) 
(see Table 11 in Annex A4). 

Similarly, in 2010 the Philippines would have to spend 5.5 per cent of its 
1998 GDP on education (compared with 4.9 in 1998) in order to respond to 
the increased demand for teachers due to the growth in the school-age 
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population, and 5.8 per cent of its 1998 GDP in order to provide enough 
teachers to enrol all children of primary-school age and 87 per cent of young 
people of secondary-school age. 

Finally, Malaysia would have to increase expenditure on education between 
1998 and 2010 from 3 to 3.7 per cent of its 1998 GDP in order to expand the 
supply of teachers to match the growth in the populations of primary and 
secondary-school age and to enrol 87 per cent of the population of secondary- 
school age. 

While these estimates are based on the assumption that all conditions other 
than enrolment numbers and rates remain constant (including teachers’ 
salaries), several other factors may have an impact. During the 1990s, many 
countries in South Asia and in sub-Saharan Africa made a trade-off in order to 
enrol more students at lower cost, for example by appointing untrained 
teachers at lower salaries, raising student-teacher ratios, and/or increasing 
teaching hours while reducing instruction time for students. Conversely, in 
Latin America and even more so in Eastern Asia and the Pacific, despite the 
expansion in enrolment of the school-age population, expenditure per student 
as a percentage of GDP also increased in response to the demand for new 
teachers and buildings (Siniscalco, 2000). 



Improving quality 

Despite an increasing population of secondary-school age, the next few decades 
will provide a unique window of opportunity for many WEI countries to 
improve the quality of educational provision. Because of demographic changes, 
which are already having an impact on the size of the cohorts of primary- 
school age, the proportion of people of working age (15-64 years) will grow 
faster over the next few decades than that of children (aged under 1 5) in 
many WEI countries. Before the declining ratio of children to active workers 
is eventually overtaken by the rising ratio of retired people to workers, 
countries will have an increased ability to mobilise resources for services 
including education, making it easier to fund better education systems. It will 
therefore be possible to shift the focus of educational policy from expanding 
the coverage of the education system to improving the quality of educational 
provision. 



In many WEI countries, 
current demographic 
changes provide a unique 
window of opportunity 
for improving 
educational quality. 



One of the issues that need to be addressed is the high proportion of over-age 
students, repeaters or late entrants enrolled in primary education (see Table 1 5 
in Annex A4). High rates of repetition and drop-out impair the efficiency of 
education systems, increase the cost of education and cause wastage. 



In addition, education cannot be defined narrowly to mean merely enrolment 
in school. While the emphasis on putting more children into school may be 
an essential step in the development of education systems, it is by no means 
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sufficient. In the next few decades, the development of a well-trained and 
motivated teaching force will be a major challenge facing many WEI countries, 
which will need to be reflected in the priority given to education within 
national budgets. 

0THE EXPECTATIONS PLACED ONTEACHERS 

Recent educational reforms throughout the WEI and OECD countries have 
focused on improving students’ educational outcomes, in order to ensure 
that young adults have acquired both knowledge and skills in key subject areas, 
and the capacity and motivation to continue learning throughout life. The 
success of educational reforms will critically depend on the ability of teachers 
to incorporate these goals into their daily teaching and to move from a self- 
contained model of school education to a model in which school education is 
seen as the foundation for a learning process which is meant to continue 
throughout life. 

These high demands made of teachers need to be weighed against what teachers 
are offered in terms of pre-service education and training, continuing training, 
salaries and working conditions. 

Policy-makers and society at large have high expectations of teachers as 
professionals, role models, experts in a wide range of areas, substitute parents 
and community leaders. Teachers are asked to manage the far-reaching changes 
that are taking place in and outside schools, and to implement the complex 
reforms of education systems that are under way in most countries. In the 
words of two WEI programme representatives: 

“ Teachers are asked to be major agents of the profound structural and curricular 
tranformation taking place” (Argentina). 

w The teacher is the most important agent in the implementation of the innovations 
introduced through the rform of the education system” (Paraguay). 

The future role of teachers depends not just on the specifics of how teaching 
is organised, but also on the future role of the school itself (OECD, 2001 b). 
Will it remain a key social institution or is it likely to decline? Those who 
suggest a declining role for schools and teachers argue that: 

• the growth in alternative sources of information and knowledge, including 
the media, and in peer and youth culture, is leading to a decline in the 
monopoly of schools over information and knowledge, and is reducing the 
impact of schools and teachers; 

• economic, political and cultural globalisation is tending to render obsolete 
the locally based, culturally bound institution of the school (and with it the 
teacher); 




Today more than ever, 
schools and teachers face 
high expectations. 



68 



73 



Teachers Tomorrow 



• even within schools, greater individualisation in modes of learning, made 
possible partly through the spread of ICT and human resources other than 
teachers, is displacing supply-dominated models and implies a decline in 
the importance of teachers. 



However, it would be an oversimplification to regard schools as being 
exclusively about the transmission of knowledge and to conclude that this 
task can now simply be transferred to other technologies. Schools have always 
had wider roles, including social functions, which are likely to become more 
rather than less important. There is a strong sense of schooling as a “public 
good”, and a marked upward shift in the general status and level of support 
for schools. The individualisation of learning needs to be tempered by a clear 
collective emphasis. Greater priority needs to be accorded to the social, 
community role of schools, with more explicit sharing of programmes and 
responsibilities with the other settings of further and continuing education 
and training. 



In some respects, therefore, the role of the school is expanding, at times 
perhaps unrealistically. The consequent expectations of teachers have many 
dimensions: 

• Expertise. This traditional characteristic of a good teacher will not be the 
only attribute needed, but its importance should not therefore be underes- 
timated. In the words of one of the WEI programme representatives: u Teachers 
are asked to be not only knowledgeable and innovative, but also highly disciplined, 
strongly motivated and dedicated” (Malaysia). The importance of teachers’ 
expertise is shown, among other things, in the increasing level of academic 
qualifications required of them. However, the way in which teachers 
themselves access knowledge must change, since they will need to update 
their expertise continually. 



Teachers need to develop 
a new type of profession- 
alism that draws on both 
old and new models of 
what it means to be a 
good teacher. 




Pedagogical know-how. This characteristic continues to be central as well, 
although it should focus on the transmission of a range of high-level skills, 
including motivation to learn, creativity and co-operation, rather than on 
information recall and performance in tests. The increasing pedagogical 
training requirements for teachers at all levels indicate recognition of the 
importance of this aspect. 

Understanding of technology. This is a new key feature of professionalism in 
teaching, requiring an understanding of the pedagogical potential of 
technology and the ability to integrate it into teaching strategies. “ Teachers 
and headteachers need to become familiar with distance education and new 
technologies” (Uruguay). 

Organisational competence and collaboration. Professionalism in teaching can 
no longer be seen as an individual competence, but must include the ability 
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Policy-makers are faced 
with the questions fhow 
much to invest in 
pre-service as opposed to 
in-service training , and of 
how to invest strategically 
in those levels of education 
that justify higher 
qualfication requirements. 

Pre -service training is 
typically a combination 
of academic education, 
professional training and 
teaching practice. 







to function as part of a “learning organisation”. The ability and willingness 
to learn from and to teach other teachers is an essential aspect of this 
attribute. 

• Flexibility. Teachers have to accept that professional requirements may change 
several times in the course of their careers, and must not interpret 
professionalism as an excuse to resist change. “ Teachers must be lifelong learners ” 
(Thailand). 

• Mobility. A particular form of flexibility is mobility, that is, the capacity and 
willingness to move in and out of other careers and experiences that can 
enrich teaching ability. 

• Openness. This ability means being able to work with parents and other non- 
teachers in ways that complement the teacher’s professional role. “T/ie role 
of the teacher is changing and comprises aspects such as (...) working in a team, not 
only with other teachers but also with the educational community , since the 
organisation of the teaching / learning process is an integrated whole, based on 
interaction between the various elements ” (Paraguay). “Teachers’ openness to 
work with other stakeholders, including parents, teachers’ associations and 
the community, promotes a harmonious relationship that can result in better 
teaching/learning processes” (Philippines). 

Whether schools can start to meet these expectations will depend to a high degree 
on their ability to develop a central position in society, as more “open” organisa- 
tions serving a wide range of interests and a broad clientele. This, in turn, means 
that teachers will have to develop a new type of professionalism which will need 
to draw on both old and new models of what it means to be a good teacher. 

Pre-service training requirements for new teachers 

Increasing expectations of schools and teachers, together with the current 
spread of knowledge-based societies and economies, call for higher levels of 
specialised training in the teaching profession. Policy-makers are faced with 
the questions of how much to invest in pre-service as opposed to in-service 
and on-the job training, and of how to invest strategically in those levels of 
education that justify higher qualification requirements. 

As in the OECD countries, pre-service training in WEI countries is typically 
a combination of academic education (i.e., subject-matter teaching) and 
professional training (i.e., pedagogical studies), often accompanied by 
periods of work experience (i.e., practical training). Limited research 
evidence suggests that the number of years of teachers’ education is 
generally positively correlated with their students’ performance, although 
there is a debate about the threshold at which the returns from additional 
teacher training declines. 
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Number of years 



Figure 2.5 

of tertiary training required for prospective teachers by level of education, 2000 



□ 



Total duration of 
tertiary training (WEI) 



D Teaching practice Q Pedagogical studies D Specific studies D 



Total duration of 
tertiary training (OECD) 



Primary education 




Lower secondary education 





oc 



1 . Prospective primary teachers have the choice of attending either a second ary- level programme leading to an ISCED 3 
qualification, or a tertiary-level programme leading to an ISCED 5 (A or B) qualification. 

2. Pedagocial studies are included in specific studies. 

Source : OECD/UNESCO WEI, Table 34 in Annex A4. 
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In all WEI countries, a 
tertiary qualification is 
required for entry into 
the teaching profession at 
all levels of education. 



The duration of 
pre-service training tends 
to increase with the level 
of education taught... 




Figure 2.5 shows the number of years of post- secondary education required 
of prospective teachers by level of education taught, with a distinction between 
subject-matter teaching, professional training and work experience. 

In the same way as OECD countries, all the WEI countries supplying data 
train their prospective primary teachers at tertiary level, either in universities, 
other post-secondary non-university institutions or special teacher training 
institutes (see Table 34 in Annex A4).The only partial exceptions are Brazil 
and Paraguay, where primary teachers have the choice of a secondary-level 
programme leading to an ISCED 3 qualification, or tertiary-level training. In 
Brazil, this secondary-level programme will however disappear by 2007 
according to the reforms in progress. 

Some countries have the same qualification requirements from primary to 
upper secondary education: in Uruguay, an ISCED SB qualification is required 
for entry to the teaching profession at all levels of education, while in Chile, 
the Philippines and the Russian Federation, primary, lower and upper 
secondary teachers must have obtained an ISCED 5 A qualification (seeTable 34 
in Annex A4). 

Other countries have higher qualification requirements for secondary teachers: 
in Brazil and Malaysia, an ISCED SB qualification may be sufficient at the 
primary level, while prospective secondary teachers have to obtain an 
ISCED 5 A qualification, and in Argentina an ISCED SB qualification is required 
for primary and lower secondary teachers, whereas upper secondary teachers 
have the choice of either an ISCED SB ora 5 A qualification. Finally, Indonesia, 
Peru and Thailand allow prospective teachers at all levels of education to 
complete their training by means of different paths leading to either ISCED SB 
or ISCED 5A qualifications. 

As compared to this, all OECD countries require an ISCED 5 A qualification 
for entry to teaching in upper secondary education. At the primary level, 
Austria, Belgium, Denmark, and Hungary are the only countries where an 
ISCED SB qualification is sufficient for entry to the profession at both the 
primary and the lower secondary level of education, and in Portugal a tertiary- 
type B qualification is sufficient in primary education. 

While WEI countries, like OECD countries, generally require a qualifica- 
tion at the tertiary level, the duration of pre-service training is usually 
shorter in WEI countries. For primary teachers, this varies from a mini- 
mum of two years in the Russian Federation to five years in Peru, with 
three to four years of training in the majority of countries (seeTable 34 in 
Annex A4). In OECD countries, the duration of pre-service training for 
primary teachers varies from three years in Austria, Belgium and Spain to 
5.5 years in Germany. 
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The average duration of pre -service training for secondary teachers in general 
programmes ranges from 2 . S years in Argentina and three years in Malaysia 
to five years in Peru, the Russian Federation, Argentina (upper secondary 
level only) and Chile (upper secondary level only). In half of the WEI countries, 
the duration of training for lower secondary teachers is higher than that for 
primary teachers, the largest difference being in the Russian Federation. 

Pre-service training requirements are higher for upper secondary teachers 
than for primary teachers in one third of the countries (see Table 34 in 
Annex A4). However, the duration of pre-service training at the upper 
secondary level in the WEI countries remains considerably below that in the 
OECD countries. Among the WEI countries, the duration of pre-service 
training for upper secondary teaching exceeds five years only in Argentina, 
Chile, Paraguay, Peru and the Russian Federation, but only six OECD countries 
are below this level (Australia, Greece, Ireland, New Zealand, the United 
Kingdom and the United States). 

The choice to invest more heavily in the training of teachers working at the 
higher levels of education is, from an educational point of view, not an obvious 
one given that important foundations for learning are laid in the early years. 
And in fact, though predominant in both WEI and OECD countries, this choice 
is not universal. In Malaysia, for example, the duration of pre-service training 
is three years for the primary level, while for the secondary level it is either 
three or four years depending on the choice of the teacher training programme. 
In Peru and the Philippines, the duration of pre-service training is the same 
for all levels (see Table 34 in Annex A4). 

In more than half of the countries supplying data, pre-service teacher training 
is clearly structured into subject-matter teaching, pedagogical studies and 
teaching practice (see Table 34 in Annex A4). 

Upgrading the educational and training requirements for prospective teachers 
means that new teachers obtain the knowledge and skills considered suitable 
before they enter the profession. While greater professionalism in the teaching 
force requires more resources for institutions of tertiary education and 
specialised teacher-training establishments, together with higher salaries at 
entry levels, these requirements for additional investment may be offset by a 
reduction in the burden on administrative, training and supervisory budgets. 

Not all members of existing teaching forces meet the requirements that 
governments have set for new entrants to the profession. The discrepancies 
are most notable in those countries which have upgraded qualification 
requirements for teachers only recently. Comparing the requirements for 
new teachers with the actual level of qualifications of existing teaching forces 
provides an indication of the efforts which countries will need to make in 
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. . . but that choice is not 
an obvious one . 



Some of the returns to 
investment in the 
professionalisation of the 
teachingforce accrue in 
the form of savings on 
guidance and supervision. 



Some countries still 
have a long way to go 
bfore the entire teaching 
force meets current 
qualfication requirements. 
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order to bring all their teachers up to the level of today’s standards. Figure 2.6 
shows the proportions of existing teaching forces that do not meet current 
pre- service requirements, by level of education. 



Figure 2.6 

Percentage of the existing teaching force that does not meet current 
pre-service requirements for new teachers, 1999 



% 



io «=> n 

LJ Primary 




Source: OECD/UNESCO WEI, Tables 32 & 34 in Annex A4. 



The Philippines is the only country where the whole employed teaching force, 
at both primary and lower secondary level, has obtained the requisite 
ISCED 5 A qualification, including necessary teacher training (see Table 32 in 
Annex A4). In Malaysia, all employed teachers also have an ISCED 5 A 
qualification, but a small percentage of these do not hold the required teaching 
certificate. 



At the other end of the scale, between 58 and 78 per cent of active primary 
teachers in Indonesia, and Brazil and more than 40 per cent of lower secondary 
teachers in Malaysia have not completed the tertiary-level education required 
of prospective teachers today. These countries have recently made a decision 
to upgrade teachers’ qualifications, but making this a reality for the entire 
teaching force will require substantial in-service training. 



In many WEI countries, the 
demand for teachers accounts 
for a high proportion of 
tertiary graduates . . . 




New qualification requirements place current tertiary education systems under 
some pressure. Figure 2.7 compares the demand for new teachers over the 
period 1 998-2010 with the number of tertiary graduates over the same period, 
on the basis of current graduation rates. 
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Figure 2.7 

Primary and secondary teachers to be employed by 201 0 as a percentage 
of tertiary graduates, 1999 

Annual graduate output estimated by educational attainment of 25 to 34-year-olds 
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Note : Enrolment rates at the secondary level of 87% represent the rates reached by the three 
WEI countries with the highest rates. 

Source: OECD/UNESCO WEI, Tables 19 & 37 in Annex A4. 



If tertiary graduation rates remain at current levels until 2010, more than 
7 per cent of the total supply of graduates in Chile and the Philippines will be 
required merely to sustain the current size of the teaching force. If the 
projected growth in student populations is taken into account, this figure will 
rise to more than 1 1 per cent in both countries. If, in addition, Chile and the 
Philippines attain universal enrolment at the primary level and reach the 
average secondary-level enrolment rate of the three best-performing WEI 
countries (87 per cent), then more than 12 per cent of tertiary graduates in 
Chile and more than 14 per cent of tertiary graduates in the Philippines will 
need to go into teaching. 

In Malaysia and Indonesia, the “best practice” enrolment scenario (87 per 
cent) means that 19 and 46 per cent of current tertiary graduates, respec- 
tively, would need to go into teaching. These are unrealistic objectives which 
illustrate the enormous efforts that will be required in many WEI countries 
to ensure access to qualified teaching for all students. 



In the OECD countries, the comparable figures tend to be much smaller, 
since tertiary qualifications have, in most OECD countries, been an entry 
requirement for teachers for a long time. 



o 





... which underlines the 
enormous fforts required 
in many WEI countries. 
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Box 2 . 2 

The role of professional development for teachers 

In-service training, continuing education, further training and the upgrading of teachers are different 
terms used to refer to continuing professional development of teachers. Although the main focus of 
teacher education continues to be on pre-service training, the need for in-service upgrading, updating 
and renewal of knowledge, skills and capabilities in now widely acknowledged as a high priority. 

In both OECD and WEI countries, the speed of reform and the scale of expectations of schooling 
continue to rise, placing new responsibilities on all teachers, including the requirement for continuing 
professional learning. In the OECD countries, for example, the age structure of the teaching force 
indicates that 15 to 20 years have passed since the large majority of teachers received their initial 
training. In many WEI countries, substantial proportions of teachers have received virtually no training 
or do not meet newly introduced qualification and training requirements. 

As in other highly skilled professional occupations, the pace of change means that continual updating 
of knowledge and skills is required. In-service training is therefore an essential component of career 
development. 

While there is no shortage of in-service training in many OECD countries, it is noted that much of 
what passes for professional development is fragmented and fleeting, is not sufficiently focused and 
is too “top-down” to give teachers any real sense of ownership. Finally, the analysis undertaken by the 
OECD shows that relatively few resources out of the total education budget are spent on in-service 
training. However, other evidence, for example on the ways in which teachers spend their time 
within schools, needs to be considered, in order to include the invisible costs of professional learning 
that is integrated into day-to-day school life. 

In most WEI countries, in-service training aimed at upgrading teachers’ qualifications is currently a 
high priority that has a significant impact on educational budgets. Not all of this upgrading occurs in 
educational institutions. Brazil, for example, is carrying out extensive in-service training programmes, 
mainly by means of distance education, in order to upgrade the qualifications of the entire pre- 
primary and primary teaching force by 2007, in accordance with the new requirements of the 1 996 
National Educational Guidelines and Framework Law. This law increases the minimum requirement 
for basic education teachers from a secondary to a tertiary qualification. 



Teachers’ workload 



Working hours and the 
number oj students per 
class are important 
factors in the workload of 
teachers. 



Significant indicators of the workload of teachers include class size and student- 
teacher ratios, teaching hours and the extent of non-teaching duties. Moreover, 
as students’ family structures and background change and the impact of the 
media grows, teachers will have to spend more time handling behavioural 
problems associated with these changes. This is an additional requirement 
that is difficult to quantify. 
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A teacher’s work does not end with statutory teaching hours but includes all 
the working hours (whether specified or not in the teacher’s contract or 
conditions of service) that are devoted to other activities related to teaching, 
such as the preparation of lessons, correction of assignments and tests, 
professional development, counselling of students, meetings with parents, 
staff meetings and general school tasks. Working patterns for teachers vary 
widely between countries, making it difficult to undertake international 
comparisons. Table 2.1 depicts the structure of a teacher’s working week. 
Note that working time, as reported here, refers to the normal working hours 
of a full-time teacher. According to the formal policy in a given country, 
working time may refer solely to the time directly spent teaching (and in 



Table 2 . 1 

Structure and organisation of teachers’ working time 
in public institutions, 1998 



H/l In the following countries full-time teachers are required to work a specific number of hours 
per week in order to earn their full-time salary.They include teaching and non-teaching activities. 





Pre-primary 


Primary 


Lower 

secondary 


Upper secondary 
General Vocational 


Argentina 


20.0 


22.5 


25.0 


25.0 


29.0 


Indonesia 


15.0 


30.0 


18.0 


18.0 


18.0 


Malaysia 


32.5 


32.5 


32.5 


32.5 


32.5 


Philippines 


40.0 


40.0 


40.0 


40.0 




Thailand 


35.0 


35.0 


35.0 


35.0 


35.0 


Czech Republic 


42.5 


42.5 


42.5 


42.5 


42.5 


Denmark 


37.0 


37.0 


37.0 


37.0 




Greece 


37.5 


37.5 


37.5 


37.5 


37.5 


Hungary 


40.0 


40.0 


40.0 


40.0 


40.0 


Korea 




44.0 


44.0 


44.0 


44.0 


Netherlands 


38.0 


38.0 


38.0 


38.0 


38.0 


Norway 




44.0 


44.0 


44.0 


44.0 


Spain 


37.5 


37.5 


37.5 


37.5 


37.5 


Sweden 




40.0 


40.0 


40.0 


40.0 


fj] In the following 


countries full-time teachers are required to be 


at school fora 


specific number 


of hours per week. 


They include teaching and non - 


■teaching activities. 










Lower 


Upper secondary 




Pre-primary 


Primary 


secondary 


General 


Vocational 


Brazil 


40.0 


40.0 


40.0 


40.0 


40.0 


Chile 


30.0 


38.0 


38.0 


42.0 


42.0 


Indonesia 


6.0 


6.0 


4.0 


4.0 


4.0 


Malaysia 


34.5 


40.5 


40.5 


40.5 


40.5 


Philippines 


40.0 


40.0 


40.0 


40.0 




Thailand 


40.0 


40.0 


40.0 


40.0 


40.0 


Uruguay 


20.0 


20.0 


20.0 


20.0 


20.0 


Australia 




38.0 


38.0 


38.0 




England 




33.3 


33.3 


33.3 




Ireland 


28.3 


28.3 








Mexico 


20.0 


25.0 








New Zealand 




25.0 








Scotland 




27.5 


27.5 
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[JO In the following countries, full-time teachers are only required to teach a specified number 



of hours per week.There is no set time to be spent 


in non-teaching activities. 








Lower 


Upper secondary 


Pre-primary 


Primary 


secondary 


General 


Vocational 


Indonesia 




1.0 


1.0 


1.0 


Peru 22.S 


22.5 


18.0 


18.0 


18.0 


Thailand 30.0 


25.0 


20.0 


20.0 


15.0 


Uruguay Yes 


Yes 


Yes 


Yes 


Yes 


Belgium (Fl.) 21.7 


21.7 


19.2 


17.9 


26.3 


Belgium (Fr.) 21.7 


21.7 


19.2 


17.9 


26.3 


Finland 


17.3 


17.3 


17.3 


17.3 


France 27.0 


27.0 


18.4 


18.4 


18.4 


Ireland 




22.0 


22.0 




Italy a 


a 


a 


a 


a 


Portugal 30.0 


28.0 


31.3 


31.6 


31.6 


[H In thefollowing countries, there is no mandatory or formal amount of time that full-time teachers 


must spend working, but there is a 


customary number of working hours for all civil servants. 






Lower 


Upper secondary 


Pre-primary 


Primary 


secondary 


General 


Vocational 


Thailand 40.0 


40.0 


40.0 


40.0 


40.0 


Australia 37. S 










Germany 38. S 


38.5 


38.5 


38.5 


38.5 


[|[]/n thefollowing countries, teachers’ working hours are set at the individual, local or school 


level. They include teaching and 


non-teaching activities. 










Lower 


Upper secondary 


Pre-primary 


Primary 


secondary 


General 


Vocational 


Russian Federation m 


20.0 


18.0 


18.0 


m 


New Zealand 




25.0 


26.0 




[&1 In the following countries, teachers are employed under 


individual, local 


or school-level 


contracts for a specific number of teaching hours. There is no set time to be spent in non-teaching 


activities. 














Lower 


Upper secondary 


Pre-primary 


Primary 


secondary 


General 


Vocational 


Uruguay Yes 


Yes 


Yes 


Yes 


Yes 


Mexico 




25.0 







Source : OECD/ UNESCO WEI. 



other curricular activities such as supervising assignments and tests, but 
excluding annual examinations), or both to the time directly spent teaching 
and to the hours devoted to the other activities related to teaching which are 
mentioned above. Working time in Table 2 . 1 does not include paid overtime. 



Overall, teachers' working 
time varies between 
countries from 20 hours 
per week to over 40. 







In some countries, such as Indonesia, Peru, Thailand and Uruguay, only 
teaching hours are fixed and it is assumed that teachers will carry out their 
other duties without the need for the requisite extra time to be laid down in 
their contracts. 
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In other countries, such as Argentina, Indonesia, Malaysia, the Philippines 
and Thailand, teachers are required to be at school for a specific number of 
hours per week. They include teaching and non-teaching activities. 

In some countries, including Indonesia, Peru, Thailand and Uruguay, teachers 
are only required to teach a specified number of hours per week. There is no 
set time to be spent in non-teaching activities. And in yet other countries, 
such as the Russian Federation, teachers’ working hours are set at the local or 
school level. 

Taking only the countries where statutory working time comprises both 
teaching and non- teaching activities, the 40-hour working week of a teacher 
in Brazil, Malaysia, the Philippines or Thailand is twice as long that of a teacher 
in Indonesia or Uruguay. In general, the non-teaching component of teachers’ 
work appears to account for between 1 0 and 50 per cent of teachers’ weekly 
working hours in WEI countries. 

Although the statutory number of hours for which teachers are required 
actually to teach only measures part of a teacher’s work, it is more easily 
compared between countries than are total working hours. Figure 2.8 shows 
average annual teaching hours by level of education. The number of teaching 
hours is defined here as the net contact hours of teaching. It is calculated on 
the basis of the annual number of teaching weeks multiplied by the number 
of periods which a teacher is supposed to spend teaching a class or group, 
multiplied by the length of a period in minutes, and divided by 60. Periods of 
time formally allowed for breaks between lessons or groups of lessons, and 
days when schools are closed for public holidays and festivities, are excluded. 

At the primary level, Paraguay and the Russian Federation, with less than 
700 hours of teaching per year — around 1 00 hours below the OECD average 
— are at the low end of the spectrum in WEI countries, while Indonesia, the 
Philippines and Sri Lanka, with some 1 200 or more annual hours of teaching, 
are at the high end, between 400 and 600 hours above the OECD average 
(see Table 33 in Annex A4). In the remaining nine countries, the designated 
number of teaching hours per year ranges from 732 in Uruguay to 975 in 
Zimbabwe. 



Given the high costs of training teachers for higher levels of education, 
countries need to ensure that they maximise the returns on this investment. 
Unlike the situation in the large majority of the OECD countries, where 
teaching hours decrease at higher levels of education, teaching hours in two 
thirds of the WEI countries remain the same between primary and upper 
secondary education, and even increase in Argentina, Paraguay and, to a lesser 
extent, Malaysia (seeTable 33 in Annex A4).The countries where secondary 
teachers have a lighter teaching load are Indonesia, Peru, Thailand andTunisia. 
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Teaching hours are more 
easily compared between 
countries than working 
hours . 



In Indonesia , the 
Philippines and Sri Lanka , 
teachers teach almost twice 
as many hours as teachers 
in Paraguay and the 
Russian Federation. 



Unlike the situation in 
the OECD countries , 
teaching hours are 
similar in most WEI 
countries at all levels of 
education , or increase at 
higher levels. 
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Figure 2.8 

Statutory number of teaching hours per year in public institutions, by level of education, 1999 
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Countries are ranked in ascending order of the teaching time in primary education. 
Source: OECD/UNESCO WEI, Table 33 in Annex A4. 
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In Indonesia, teaching time drops from 1 260 hours in primary education to 
738 in secondary education, and in the other three countries secondary teach- 
ers teach between 104 and 187 hours fewer than their primary colleagues. 

In WEI countries, upper secondary teachers teach on average only some 
SO hours fewer than primary teachers, while the average difference in the 
OECD countries is about 140 hours, although fewer teaching hours at the 
upper secondary level may in some cases be offset by an increase in the time 
allocated to non-teaching activities. 

Reducing teaching hours at the secondary level, where students tend to have 
more hours of instruction, clearly implies an increase in student-teacher ratios, 
with a direct impact on the costs of teaching per student. Many WEI countries 
have opted to keep teachers’ working hours constant at all levels. One of the 
consequences of this strategy is that teachers’ workload increases at the 
secondary level, both as a result of larger classes and because the non- teaching 
working time needed for preparing lessons and marking, for example, is likely 
to be longer at higher levels of education. 

There is no single answer to the question of how big or how small classes 
should be in order to optimise educational outcomes. Ultimately, appropriate 
class size is dependent on management techniques which, in turn, depend on 
cultural values and attitudes (e.g. discipline and group behaviour), on physical 
facilities (e.g. size of classroom) and on adequate teaching materials. In a recent 
review of international research evidence on the effect of class size on student 
achievement (Hanushek, 1 998), only 1 5 per cent of the 250 studies examined 
were found to reveal a statistically significant relationship favouring smaller 
classes. Research in OECD countries over the last decade has shown that it is 
not sufficient to focus attention on class size without also considering changes 
in teaching methods and classroom organisation. In general, however, smaller 
classes allow teachers to spend more time teaching, to use alternative teaching 
approaches, to be more innovative, to evaluate students more frequently and 
to manage classes better. There is evidence that the main advantage of smaller 
classes is often that teachers’ attitudes and teaching behaviour improve, and 
that both teachers and learners suffer less stress. 

At the same time, smaller classes are more expensive, and the decision to 
reduce class sizes must be weighed against other policy goals, including 
improved access to education, competitive salaries for teachers, and invest- 
ment in school infrastructure, equipment and supplies. 

Figure 2.9 shows average class sizes in primary and lower secondary educa- 
tion, class size being estimated as hours of instruction divided by statutory 
teaching hours times student- teacher ratios. This measure is equivalent to 
weighting student-teacher ratios by the number of hours for which teachers 







Higher teaching hours at 
higher levels of education, 
where students' hours of 
instruction are usually 
longer, reduce costs but 
increase the burden 
placed on teachers. 



While the debate on 
optimal class sizes 
continues, the costs 
associated with reducing 
class sizes must be 
weighed against other 
policy goals. 



An indirect estimate of class 
size can be obtained by 
weighting student- teacher 
ratios by the number of 
hoursjor which teachers 
and students meet during 
theyear. 
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and students meet during the year, and it can be used as a proxy for class size 
if the assumption is made that all classroom teachers are fully occupied with 
teaching duties. 



Primary teachers teach 
classes of between 13 and 
35 students, while at the 
secondary level the number 
of students per class ranges 
from 12 to 50. 



Using this methodology for estimating class sizes, a primary-school teacher 
teaches, on average, a class three times as large in Chile (35 students) as in 
Uruguay (1 3 students) (see Table 36 in Annex A4). Classes in the remaining 
12 countries have average numbers of students ranging from 20 (Paraguay) 
to 32. In the OECD countries, however, the majority of countries, including 
Australia, Austria, Belgium, the Czech Republic, Denmark, Finland, France, 
Germany, Greece, Iceland, Italy, Ireland, Hungary, New Zealand, Norway 
and Spain, have an average primary class size of 20 or fewer students. 



In all WEI countries except Argentina, Paraguay and the Russian Federation, 
lower secondary teachers teach classes that are on average larger than those 
of their primary colleagues, ranging from below 20 in those three countries 
to 50 students per class in the Philippines. In seven out of 1 3 countries for 
which data are available, there are on average more than 30 students per 
class, and inThailand and Tunisia, besides the Philippines, teachers are faced 
with more than 40 students per class (see Table 36 in Annex A4). 

These figures may underestimate real class sizes in both primary and secondary 
education since they are based on the total number of full-time equivalent 



Figure 2.9 

Average class sizes for public primary and lower secondary education 
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teachers, which may include teaching personnel not actually engaged in 
teaching, e.g. teachers on maternity or training leave. However, the direct 
estimates of class size provided by the Third International Mathematics and 
Science Study Repeat (TIMSS-R) conducted by the International Association 
for the Evaluation of Educational Achievement (IEA), are larger than the WEI 
estimates in only two out of eight WEI countries with available data. These 
are Malaysia and Indonesia, where mathematics teachers are faced with classes 
averaging 38 and 44 students respectively. 



Figure 2.10 

Class size and teaching hours, 1 999 
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Looking at hours of 
teaching and class size 
together provides a better 
picture of teachers' 
workload and reveals 
possible trade-ojfs. 



The burden of a large number of teaching hours may be alleviated by smaller 
classes, just as a light load in terms of teaching hours may be made heavier by 
large classes. For a more comprehensive picture of teachers’ workload, 
teaching hours and class sizes therefore need to be considered jointly. 
Figure 2.10 compares differences in annual teaching hours and class sizes 
between primary and upper secondary levels. 



In some countries, there appears to be a trade-off between class size and 
teaching hours. In Indonesia, for example, primary teachers have the heaviest 
teaching load (see Table 33 in Annex A4) but relatively few students per class 
(see Table 36 in Annex A4). And in Tunisia, lower secondary teachers have 
relatively large classes, but the number of teaching hours is the third lowest 
in the WEI group. Other countries, however, do not exhibit these trade-offs. 
Lower secondary teachers in the Philippines, for example, have the longest 
teaching hours among the WEI countries, combined with the largest classes, 
while at the other extreme, primary teachers in Uruguay have the second 
shortest teaching hours and the smallest classes. 



In some cases, the trade-off is restricted to a particular level of education. Thailand 
andTunisia, for example, compensate for the increase in the number of students 
per class from primary to lower secondary level with a lighter teaching load. In 
other countries, such as the Philippines, Uruguay and, to a lesser extent, Brazil, 
larger classes in lower secondary than in primary education are not accompanied 
by fewer teaching hours. In yet another group of countries, including Chile, the 
teaching hours and class sizes of primary and lower secondary teachers are, on 
average, the same. These differences between countries may indicate the relative 
priority given to students’ access to teaching staff and exposure to teaching at a 
particular level of education, but they may also reflect the impact of rapidly 
changing demographic and/ or enrolment factors. 



Overall, the analysis of teachers’ working hours and class sizes reveals that 
teachers have widely differing working conditions in the WEI countries. In 
the Philippines, a lower secondary teacher is in classes with an average of 
50 students for more than 29 hours per week and 40 weeks per year, totalling 
1 176 hours of teaching per year (see Table 33 in Annex A4). At the other 
extreme, a primary teacher in Uruguay teaches fewer than 20 hours per week 
for 38 weeks per year, totalling 732 hours per year, with fewer than 1 3 students 
per class on average. Conclusions from these figures about the relative standing 
of the teaching profession in different countries must, however, be drawn 
with care since the situation of teachers is often influenced by other local 
circumstances not accounted for by the data. 




Teachers’ workload and national income 

Policy decisions on class sizes and teaching hours are made within budgetary 
constraints. While there is no clear relationship between teaching hours and 
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income per capita in the WEI countries, student-teacher ratios and national 
income seem to be more closely connected (Figure 2.11). 

At both the primary and the lower secondary level of education, student- 
teacher ratios (and by extension, class sizes) are broadly correlated with levels 
of GDP per capita. However, some countries, such as Indonesia and Uruguay, 
have smaller classes than would be expected from average per-capita national 
income. Conversely, in Chile at the primary level, and in the Philippines at 
the lower secondary level, class sizes are larger than might be expected from 
the level of national income per capita. The large number of statutory teaching 
hours for primary teachers in Indonesia, and the small number of hours of 



Figure 2.11 

Student-teacher ratios and GDP per capita, 1 999 
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instruction for primary students in Uruguay, may help to explain why class 
sizes at the primary level are smaller than expected in those two countries. 
On the other hand, the large number of hours of instruction for primary 
students in Chile, and for lower secondary students in the Philippines, may 
help to explain the larger than expected class sizes observed in those two 
countries. 

Overall, the deviation of several countries from a linear relationship between 
class sizes and GDP per capita indicates that there is room for policy choices. 
These may involve according high economic priority to education, charging 
teachers with smaller working loads, increasing intended instruction time 
for students, or paying teachers higher salaries. 

As can be seen when OECD countries are taken into account, the relationship 
between student-teacher ratios and GDP per capita levels off as GDP per 
capita increases and factors other than national income tend to predominate 
in the choice of class sizes. 



m WHAT IS OFFERED TO TEACHERS 

Salaries and career prospects are, broadly speaking, the material incentives 
offered to teachers. The balance between what is required of teachers and 
what is offered to them has a significant impact on the composition of the 
teaching force and the quality of teaching. Attempts to reduce costs by 
increasing class sizes and teaching hours, and reducing qualifications and pay, 
have often proved to impair educational development. Attracting skilled 
individuals and retaining them in the teaching profession is an essential 
prerequisite for ensuring high-quality education in the future. 



Teachers 5 salaries 



Teachers’ salaries relate 
closely to the quality of 
the teaching force. But 
they are also the largest 
single factor in educa- 
tional expenditure. 



The relative level of teachers’ salaries and the availability of salary increases 
during the course of teachers’ careers can affect the decision by qualified 
individuals to enter or to remain in the teaching profession. At the same time, 
the pressure to improve the quality of education is often subject to tight fiscal 
constraints, and teachers’ salaries and allowances are the largest single factor 
in the cost of providing education, accounting for two thirds or more of public 
expenditure on education in most countries. 




The level of compensation includes not only teachers’ take-home pay, but 
also fringe benefits. In certain circumstances, qualified individuals may be 
attracted to teaching, even when salaries are relatively low, because job 
security in teaching is greater than in private-sector jobs, because working 
conditions are advantageous ( e.g . a short working day, week or year), or 
because it provides them with access to national medical insurance and 
pension schemes. 
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In almost all WEI countries, market forces determine the attractiveness of 
teaching. The impact of various elements of the total compensation package 
varies from country to country and, within a given country, over time. If the 
compensation package is too generous there will be a surplus of qualified 
applicants for the profession. In addition, teaching is sometimes one of the 
few occupations in developing countries designed for individuals with a high 
level of education. In such cases, there is no effective market alternative, and 
even low levels of compensation will attract qualified applicants. As other 
areas of the economy begin to develop, however, there is likely to be a sudden 
exodus of the best- qualified teachers from teaching into more attractive new 
positions. 

Most governments use a standard salary scale which they set directly or agree 
through negotiations with teachers’ organisations. Often there is one salary 
scale for primary teachers and a second scale (with higher levels of compen- 
sation) for secondary-school teachers. The main feature of a uniform salary 
scale is usually that a teacher’s pay depends upon educational qualifications 
and years of experience. 

Figure 2.12 shows, for each WEI country with available data, annual statutory 
teachers’ salaries (including bonuses) at the beginning of the career, after 1 5 years’ 
experience and at the top of the scale, by level of education taught. “Statutory” 
means that salary data are reported in accordance with formal policies for public 
institutions. The salaries reported are defined as gross salaries (the total sum of 
money that is paid by the employer for the labour supplied) minus the employer’s 
contribution to social security and pension (according to existing salary scales). 
Salaries are “before tax”, i.e., before deductions for income taxes. The starting 
salaries reported refer to the average scheduled gross salary per year for a full- 
time teacher with the minimum training necessary for certification at the 
beginning of his or her teaching career. Salaries after 1 5 years’ experience refer 
to the scheduled annual salary of a full-time classroom teacher with the minimum 
training necessary for certification and with 1 5 years’ experience. The maximum 
salaries reported refer to the scheduled maximum annual salary (top of the salary 
scale) of a full-time classroom teacher with the minimum training for certification 
for his or her job. 

Salaries are converted into purchasing power parities (PPPs) and incremented 
by the maximum bonuses that teachers may receive, in order to assess their 
maximum potential income and allow comparison between countries of 
teachers’ ability to purchase a common set of goods and services. 

There are significant differences between countries in the salaries paid to teachers. 
The statutory salary of an experienced primary- school teacher with the minimum 
training required for certification ranges from below 3 000 PPP dollars in 
Indonesia to almost 16 000 PPP dollars in Chile (see Table 25a in Annex A4). 



o 




Market forces determine 
the attractiveness of the 
teaching profession. 



Most governments use a 
standard salary scale to 
pay the teachers whom 
they employ. 



Mid-career teachers' 
salaries in Indonesia are 
about onefifh of those in 
Chile at the primary level , 
even after adjustment for 
differences in purchasing 
power parities. 
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Figure 2.12 

Annual starting, mid-career and maximum statutory teachers’ salaries (including all possible bonuses) 
by level of education and years of service, 1999 (PPP dollars) 
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Source : OECD/UNESCO WEI, Tables 25a, 26a & 27a in Annex A4. 
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Figure 2.12 (continued) 

Annual starting, mid-career and maximum statutory teachers’ salaries (including all possible bonuses) 
by level of education and years of service, 1 999 (PPP dollars) 
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Source: OECD/UNESCO WEI, Tables 25a, 26a & 27a in Annex A4. 
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However, even the salary levels in Chile are more than 10 000 PPP dollars 
below the average in OECD countries, where salary levels range from between 
8 000 and 1 3 000 PPP dollars in the Czech Republic, Hungary, Mexico and 
Turkey to between 30 000 and 52 000 PPP dollars in Australia, Belgium, 
Denmark, Germany, Ireland, Korea, the Netherlands, New Zealand, Spain, 
Switzerland, the United Kingdom and the United States. 



At the secondary level, salaries including all bonuses after 1 5 years’ experience 
range from 2 900 and 3 500 PPP dollars in Indonesia (depending on the level 
of education) to over 20 000 PPP dollars in Argentina and Malaysia. At the 
secondary level also, WEI average statutory salaries are less than half of the 
average salaries among the OECD countries. 



Some countries value In Thailand, an experienced primary teacher at the top of the salary scale 
and reward teachers’ earns almost five times as much as a teacher at the beginning of his or her 

experience... career (see Table 25 in Annex A4). Other countries with large increases in 

salaries during service are Brazil, Malaysia, Indonesia and Jordan, where 
maximum salaries are between 2.3 and 3.4 times starting salaries. These 
differences are an indication of the value attached to teaching experience and 
the incentives for experienced teachers to remain in the profession. It should 
be noted that the differentials between maximum and starting salaries in WEI 
countries tend to be considerably larger than those in OECD countries, 
reflecting a higher premium for staying in the teaching profession. 



... but not all do. However, there are also WEI countries with small differentials or even no 
differentials at all . For example, in Peru, salaries do not change over the course 
of a teacher’s career for those with minimum training (i.e. without pedagogical 
title), and in Chile, the Philippines and Tunisia, they increase by only about 
1 5-50 per cent from the beginning of the career to the top of the salary scale. 
It should also be noted that the number of years required to reach the top of 
the salary scale from the starting salary varies considerably, ranging from 
around 20 years in Argentina or the Philippines to more than 40 years in 
Jordan. 



In some countries, 
upper secondary teachers 
are paid up to 
two thirds more than 
primary-school teachers. 




Teachers’ salaries may also be higher for teachers in the higher levels of 
education. In seven out of eleven countries, the statutory salaries of teachers 
with 1 5 years’ experience and minimum qualifications are the same or do not 
differ by more than 20 per cent between primary and upper secondary 
(general) levels. By contrast, in Argentina, Brazil, Malaysia and Tunisia, the 
statutory salaries of experienced upper secondary teachers are 69 per cent, 
1 24 per cent, 88 per cent and 54 per cent, respectively, higher than those of 
their counterparts in primary schools. One of the reasons for the variation in 
teachers’ salaries between levels of education in these countries is undoubtedly 
the higher qualifications required to enter the profession at the secondary 
level. 
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It should be noted that the differentials between the salaries of primary and 
secondary teachers tend to be much larger in WEI countries than in OECD 
countries, which may reflect the greater demand for highly skilled teachers, 
and the lower supply. 



While uniform salary scales are transparent and simple to administer, they do 
not help to motivate teachers to perform at their best, nor do they help to 
solve problems of shortages of teachers in certain subjects (such as mathematics 
and science) or in rural areas. 

Additional bonuses are a means of adjusting the remuneration of teachers 
without altering the basic government scales. Such adjustments may serve 
different aims, such as rewarding teachers who take on responsibilities or 
duties beyond statutory norms, attracting better candidates to the teaching 
profession, encouraging teachers to improve their performance, or attracting 
teachers into subject areas where demand is greater than supply, for example 
science and mathematics, or to rural locations where there is a scarcity of 
applicants. 



Bonuses may be paid on 
top of basic salary scales, 
ranging among WEI 
countriesfrom 6 to 49 per 
cent of total salaries . 



In seven out of 1 2 WEI countries, teachers may receive bonuses on top of 
their gross salaries. These range from 7 to 86 per cent of total salaries, 
exceeding 30 per cent in Chile (51), Indonesia (60) and Uruguay (86) (see 
Tables 25a, 26a and 27 a in Annex A4). Table 2.2 shows the criteria governing 
the award of bonuses to teachers. An enhancement to basic salary is defined 
here as any difference in salary between what a particular teacher actually 
receives as payment for work performed at a school and the amount that he 
or she would be expected to receive on the basis of level of experience alone 
(. i.e. y number of years in the teaching profession). Adjustments may be 
temporary (indicated by “T” in Table 2.2) or permanent (indicated by “P”), 
and they may effectively move a teacher “off-scale”, on to a different salary 
scale, or on to a higher step on the same salary scale. They may be awarded to 
all teachers who satisfy the relevant conditions (indicated by •), with discretion 
to some teachers (indicated by □) or in exceptional circumstances only 
(indicated by A). 



All WEI countries, with the exception of Zimbabwe, provide monetary 
incentives to teachers working in difficult circumstances, including disadvan- 
taged, remote or high-cost areas. Half of the countries award additional salary 
increments on the basis of teachers’ family status. Several countries apply 
task-based criteria in awarding additional bonuses, the most frequent being 
management duties in addition to teaching duties, followed by the teaching 
of more classes or hours than those required by the statutory full-time contract. 
About two thirds of the countries reward teachers holding an initial educa- 
tional qualification higher than the minimum required to enter the teaching 
profession, as well as teachers who obtain such a qualification or pursue more 
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Table 2.2 



Criteria for salary increments (bonuses) for teachers in primary and secondary schools 
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extensive training than the required minimum on the job. Finally, four 
countries (Chile, Malaysia, Paraguay and the Philippines) award bonuses on 
the basis of merit, rewarding teachers with outstanding performance. 



Box 2.3 

Economic incentives to improve teaching 

The ultimate goal of most salary differentials is to provide students with effective teachers in all 
disciplines and in all areas of a country. However, the payment of bonuses should be considered 
carefully and its impact evaluated from case to case since there is evidence that it may elicit responses 
from teachers that have an effect opposite to that which is intended, impairing school effectiveness 
and hence student achievement. 

For example, merit pay is intended to encourage teachers to work harder. However, merit pay 
schemes frequently place individual teachers in competition with each other; they may then be 
reluctant to share with their colleagues the new ideas and successful practices which they discover. 
They may also compete among themselves for the best classes, or may encourage slow learners to 
drop out of school. Finally, many teachers who do not receive merit pay may respond by reducing 
their effort and willingness to co-operate with other teachers, feeling that they have been treated 
unfairly. In many cases, when merit pay schemes have been implemented they have quickly been 
abandoned, and those that have survived tend not to be based on true merit. 

An alternative approach consists of singling out entire schools for their achievement, rather than 
individuals, thus encouraging co-operative work among teachers. One example of this approach is 
offered by Chile’s national system of performance evaluation for government-funded schools (Sistema 
Nacional de Evaluacion del Desempeno de los Establecimientos Educacionales Subvencionados, 
SNED), which provides merit awards to all teachers in a school on the basis of student outcomes. 
Student outcomes are assessed by means of a comprehensive standardised testing system (Sistema 
de Medicion de la Calidad de la Educacion, SIMCE) which assesses Spanish and mathematics skills 
every two years among students in grades 4 and 8 alternately and allows the calculation of changes 
in average SIMCE scores in schools between successive applications. 

The SNED evaluation programme, established in 1995, has carried out two rounds of measurement 
and awards since its inception (1996-97 and 1998-99) and is conducting the third round of meas- 
urement and awards in 2000-2001 . It provides financial merit awards to schools, which are then 
used to pay bonuses to teachers. Awards are made to the schools that achieve the best performance 
in each of a number of socio-economic strata, so that competition is between relatively comparable 
schools. Any municipal or government-dependent school is eligible to win an award, and may win in 
successive evaluations. That is to say, SNED awards are fully competitive, but the competition is 
between schools rather than between teachers, thus promoting a co-operative effort within schools. 
Moreover, the competition is viewed as “fair”, because it compares schools that are roughly comparable 
in terms of the student populations that they serve, the socio-economic levels of the communities in 
which they are located, and other external factors that affect student outcomes. 
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The awards are based on a school s performance on an index that includes the absolute levels of SIMCE 
test scores and improvements since the last SIMCE tests, as well as other indicators of educational 
outcomes and some process measures. Data come from the SIMCE tests and from questionnaires 
administered to parents at the time when the tests are administered, a special survey carried out for the 
purpose of SNED, a report associated with subvention or subsidy payments to the school, and the Ministry 
of Education statistics unit. The index of school excellence includes six factors (effectiveness, improvement, 
initiative, improvement in working conditions, equality of opportunity, and involvement of teachers, 
parents and guardians) in which outcomes are heavily weighted through the combined effect of the 
effectiveness and improvement factors in the SNED index. Award funds can be used only for bonuses for 
teachers (including headteachers or school directors). Ninety per cent of the funds are distributed on 
the basis of the number of hours that a teacher works in the school. The school director may allocate the 
remaining 1 0 per cent to the teachers who have made the most “outstanding” contribution to professional 
performance. Some documents indicate that the distribution of this final 1 0 per cent is based on decisions 
of “the education professionals in the school”. 

The number of schools winning awards was 2 285 during the first two-year period, decreasing to 1 826 
during the 1 998-99 SNED exercise, and approximately 3 1 000 teachers received bonuses in each of the 
rounds. Virtually all directors approve the system of awards to schools rather than to individual teachers, 
on the ground that this strengthens teamwork among teachers in a school . 

Another alternative approach to the assignment of merit pay to individual teachers consists of providing 
small grants to teachers who want to experiment with innovative methods and projects. To this end, 
Thailand has recently introduced an award that comprises a significant salary increment for the teacher 
who proposes the innovation, a project grant for carrying out the proposed innovation, and a grant to 
the school to facilitate the implementation of the teacher s innovation throughout the school. 

Paying additional bonuses to mathematics and science teachers is another option, but it may be 
perceived as unfair by other teachers, who work as hard in the same schools, teach the same students 
and work hours that are as long, thereby jeopardising co-operation between colleagues. Moreover, 
the benefits are quickly incorporated into salaries and, once the shortage of teachers disappears, 
these bonuses are very hard to change. An alternative approach that can be used to attract mathematics 
and science graduates to the teaching profession is to provide for differential training costs for 
students who train to become mathematics and science teachers, offering them loans repayable 
through service as teachers, with institutional mechanisms to collect loan repayments from students 
who choose not to teach. 

Finally, the payment of premiums to teachers working in rural areas has sometimes proved insufficient 
to convince teachers to leave more attractive locations. An alternative solution is to recruit potential 
teachers from rural areas, to train them as teachers and to encourage them to return as teachers to 
the rural areas where they grew up. 

In general, it is important to bear in mind that policies cannot dictate outcomes. Outcomes will depend 
on responses to policies. Policy-makers need to monitor the range of responses to policies in a given 
country, in order to detect as soon as possible any dysfunctional behaviour which may jeopardize student 
outcomes, and must then introduce the necessary corrections to the original strategies. 
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Teachers’ salaries and national income per capita 

Ultimately, whether salaries are perceived as low or high in a country depends 
on how well other workers are paid. Even though teachers’ salaries may be 
low in comparison with those of other countries, if they are high in relation 
to what might be paid in similar jobs in their own country, teachers are likely 
to consider themselves well paid. In general, teachers’ salary scales reflect 
government policies towards public servants. If these are disadvantageous in 
comparison with the private sector or other employment opportunities, the 
public labour force tends to be of lower quality, although the entire package 
of fringe benefits should be taken into account when teachers’ compensation 
conditions are compared (Figure 2.13). 

Measuring statutory salaries for teachers against GDP per capita provides an 
indication of the extent to which a country invests in teachers, bearing in mind its 
ability to fund educational expenditure. High salaries relative to GDP per capita 
suggest that a country is making more of an effort to invest its financial resources 
in teachers. In the absence of comparable information on the salaries of other 
highly skilled professions that could be used as points of comparison with teachers’ 
salaries, GDP per capita is often also used to create a proxy for the financial standing 
of teachers. However, it must be remembered that the ratio of teachers’ salaries 
to GDP per capita reflects patterns of relative productivity that vary greatly between 
sectors in accordance with a country’s level of development. This ratio is generally 
higher in developing than in more developed countries, because of the greater 
productivity in the service sector than in the rest of the economy. 

While only a minority of OECD countries pay initial teachers’ salaries at all 
levels of education at or above GDP per capita, this is the case in the large 
majority ofWEI countries. Starting salaries for teachers with the minimum 
requisite qualifications are above GDP per capita in seven out of 1 1 WEI 
countries at the primary level (seeTable 25 in Annex A4), and at the secondary 
level in all countries, except Indonesia, Uruguay and Peru (upper-secondary 
only) (seeTable 26 in Annex A4), and they rise to 3 times GDP per capita in 
the Philippines at all levels of education. By contrast, among the 27 OECD 
countries for which comparable data are available, starting salaries are below 
GDP per capita in 16 countries, and only in Germany, Greece, Korea and 
Spain are starting salaries higher than 1 .3 times GDP per capita at all levels. 

Mid-career salaries for teachers with the minimum qualifications exceed GDP 
per capita at all levels of education in all countries except Indonesia and 
Uruguay, where the salary of a primary-school teacher with 1 5 years’ 
experience is about 30 per cent lower than average per capita income. Finally, 
salaries at the top of the pay scale range from the equivalent of GDP per 
capita in Brazil (primary level) to 400 per cent or more of GDP per capita in 
the Philippines and Thailand, respectively. 




The competitiveness of 
teachers' salaries is 
mainly determined by the 
salaries of other workers. 



Comparing statutory 
salaries relative to GDP 
per capita indicates the 
extent to which a country 
invests in teachers. 



In mostWEl countries , 
starting salaries are at or 
above GDP per capita, 
unlike the situation in 
OECD countries. 
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Figure 2.13 

Statutory teacher salaries relative to GDP per capita by level of education, 1999 
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Countries are ranked by salaries in primary education after 1 5 years of experience without bonuses . 
Source: OECD/UNESCO WEI, Tables 25, 25a, 26, 26a, 27 & 27a in Annex A4. 
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The Philippines has comparatively high teachers’ salaries relative to GDP per 
capita, which is itself relatively low, while Argentina, Chile, Malaysia and 
Uruguay have comparatively high GDP per capita and lower ratios of teachers’ 
salaries to GDP per capita. This confirms that countries at lower stages of 
development have higher ratios of teachers’ salaries to GDP per capita. 

The relationship between a country’s level of development, teachers’ salaries can 
be seen in Figure 2.14, which compares teachers’ salaries (including bonuses) with 
GDP per capita. 

□ POLICY CHOICES 

When establishing future 
working conditions and 
incentives for the teaching 
force , policy-makers need 
to consider a combination 
of many factors. 



If the future working conditions for the teaching force and their associated 
costs are to be judged accurately, the various indicators discussed in the 
preceding section need to be considered in combination rather than in isolation. 
When governments decide on their education budgets, they need to make 
trade-offs between factors such as the level of teachers’ salaries, the size of 
classes, the number of teaching hours required of teachers and the intended 
instruction time for students. 



Figure 2.14 

Mid-career salaries for primary teachers (including all bonuses) 
relative to GDP per capita, 1999 



Teachers’ salaries (PPP dollars) 




Source: OECD/UNESCO WEI, Tables 1 & 25 a in Annex A4. 
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• How much does it cost an education system, for example, to have a teaching 
force that teaches fewer hours per year than in other countries, if all other 
characteristics of the education system remain unchanged? 

• By how much do higher statutory salary levels, which are likely to be related 
to higher qualifications, increase costs per student? 

• By how much do higher student-teacher ratios reduce costs per student? 

These are questions that are difficult to answer from a solely national point of 
view because it is difficult to find points of comparison for many of the 
determinants of cost. International comparisons can widen the perspective 
by showing how other countries make different trade-offs and policy choices 
between the determinants of the costs of the teaching force. 

In order to address these questions, this section first reviews teachers’ salary 
costs per student at both the primary and the lower secondary levels of education. 
The section then analyses what factors account for differences between countries 
in teachers’ salary costs per student. To accomplish this, the difference between 
the statutory teachers’ salary costs per student in each country and the average 
over all WEI countries is decomposed into four components that measure how 
much more (or less) than the average is spent per student on the major 
determinants of educational costs: the level of statutory salaries for teachers 
after 1 5 years’ experience, hours of instruction per student per year, designated 
number of teaching hours per year, and class size. 



On average , teachers' 
salary costs per student 
are about 50 per cent 
higher in lower secondary 
education than in 
primary education. 



The overall comparison between patterns of spending at different levels of 
education shows that a general trade-off is made between levels of education. 
The average teachers’ salary costs per student (see Table 36 in Annex A4) are 
138 PPP dollars higher in lower secondary education than in primary 
education: while a primary teacher costs 368 PPP dollars per student per 
year, a lower secondary teacher costs 506 PPP dollars (Figure 2.15). 



Teachers’ salary costs per secondary student also vary much more between 
countries than similar costs at the primary level. At the primary level, the 
highest ranking country, which isThailand , has teachers ’ salary costs per student 
that are about 622 PPP dollars higher than those of Indonesia, which is the 
lowest ranking country (see Table 36 in Annex A4). At the lower secondary 
level, the difference in teachers’ salary costs per student between the countries 
at the top and bottom ends of the scale, which are Argentina and Indonesia 
respectively, is 990 PPP dollars. 




In Argentina, teachers’ salary costs per student double, rising from 
504 PPP dollars per student at the primary level to 1 083 PPP dollars at the 
lower secondary level (see Table 36 in Annex A4). These increased costs are 
mainly an effect of higher salary levels in themselves: the statutory salary of a 
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lower secondary teacher after 15 years’ experience, 20 903 PPP dollars, is 
almost 1.7 times the corresponding statutory salary of a primary teacher 
(12 377 PPP dollars). Smaller class sizes in lower secondary education also 
contribute to this effect. Similarly, in Malaysia, the higher teachers’ salary 
costs per student at lower secondary level are due first to higher salary levels 
and, second, to a larger number of hours of instruction for lower secondary 
students. Conversely, in Uruguay, teachers’ salaries are the same at all levels 
of education, and the higher teachers’ salary costs per student are due to a 
sharp increase in the amount of instruction time for students at lower 
secondary level, which almost trebles, rising from 455 hours per year for 
primary students to 1 369 hours per year for lower secondary students (see 
Table 28 in Annex A4). 



Argentina , Malaysia and 
Uruguay have teachers’ 
salary costs per student at 
the lower secondary level 
that are twice those at 
the primary level. 



Figure 2.15 

Statutory salary costs per student, 1999 
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Other countries such as 
Thailand and the 
Philippines, give 
comparatively high 
Jinancial priority to 
primary education. 



Other countries, however, exhibit a more marked commitment to primary 
education. In Thailand and the Philippines, for example, teachers’ salaries are 
the same at all levels, but the number of students per class is much lower at 
the primary level (3 1 and 32 students per class respectively) than at the lower 
secondary level (42 and 50 students respectively), thus causing the teachers’ 
salary costs per student to be higher in primary than in lower secondary 
education in the latter. 



Countries with similar 
teachers' salary costs per 
student make different 
policy choices about other 
matters. 



Table 2.3 

Statutory salaries, teaching hours per year and class size 
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Source: OECD/ UNESCO WEI, Table 36 in Annex A4. 
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Box 2.4 How to readTable 2.3 

This box provides the definitions and methods underlying the analysis in this section. 

Intended instruction time for students measures the number of hours of instruction to be received by 
students as defined in the national curriculum guidelines, regulations or other official statements 
governing the education system. 

The designated teaching hours required from teachers measure the total number of hours for which a full- 
time teacher is expected to teach groups or classes of students per year, according to formal policy. 

The ratio of students to teaching staff ( the student-teacher ratio) measures the number of students enrolled 
relative to the number of teachers employed at a given level of education. This ratio should not be 
confused with class size , which takes into account the respective amounts of time that teachers and 
students spend in the classroom. 

Class size is estimated by dividing the total number of hours of instruction received by students by 
the total number of hours of teaching delivered by teachers. The formula below shows how class 
size depends on the three factors mentioned above, increasing with higher student-teacher ratios , 
longer intended annual hours of instruction for students, and lower teaching loads for teachers. 



Class size — 



annual total of hours of instruction received by students 
annual total of hours of instruction delivered 



_ number of students * intended annual hours of instruction per student 

number of teachers * designated annual hours of teaching required from teachers 

intended annual hours of instruction per student 

= student-teacher ratio * — 

designated annual hours of teaching required from teachers 



As shown by the data in Table 2.3, countries differ widely in their treatment 
of the basic determinants of educational costs. 



• At the lower secondary level, for example, Brazil, Indonesia and Peru offer 
low salaries, which tends to reduce educational costs. 

• In Argentina and Uruguay, small class sizes tend to increase educational costs. 

• Tunisia has high salaries and low teaching hours but large classes. 

• The Philippines are characterised by high numbers of hours of instruction 
for students, a heavy teaching load and large classes (with higher salaries at 
primary level). 

• Peru has low salaries, low student instruction hours and low teaching hours 
(with smaller classes at secondary level). 

• Brazil has low salaries and low student instruction hours. 




InThailand, low teaching hours are compensated by large classes (with higher 
salaries and longer instruction time at primary level). 
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Uruguay compensates 
small primary-level class 
sizes with a low number 
of hours of instruction. 



Thailand compensates a 
high number of hours of 
instruction with bigger 
class sizes. 




The following shows how these basic structural characteristics of education 
systems translate into higher or lower teaching costs per student. In order to 
assess national policy choices, some sort of benchmark is needed for the 
purposes of comparison. In the analysis which follows, the average of the 
WEI countries has been chosen as this benchmark, not because it has any 
inherent normative value, but simply because education systems in WEI 
countries are sufficiently diverse for the average to provide a convenient 
reference point from which to assess national policy choices. 

Using the WEI average as a benchmark, the difference between the statutory 
teachers’ salary costs per student in each of the countries and the average of 
all the WEI countries is decomposed into four components that measure how 
much more (or less) than the average is spent per student on significant 
determinants of educational costs: the level of statutory salaries for teachers 
after 1 5 years’ experience, hours of instruction per student per year, designated 
number of teaching hours per year, and class size. Statutory salaries after 
15 years’ experience are then used as the basis for examining the effects on 
teachers’ salary costs of the various structural characteristics of national 
education systems. Class size has been estimated as described above. A fifth 
component (“two or more of the other factors taken together”) summarises 
the joint effects of two or more of the preceding four factors. 

At the primary level, the Philippines and Uruguay are countries with similar 
teachers’ salary costs per student (306 and 304 PPP dollars per year respec- 
tively). While the number of hours of instruction for students is much higher 
in the Philippines than the average (1 067 hours per year) and the number of 
students per class is around the WEI average (3 1 compared to 29), in Uruguay 
the number of hours of instruction for students is the lowest among the WEI 
countries (455 hours), which reduces the cost per student in Uruguay by 
about 176 PPP dollars. On the other hand, average class sizes in Uruguay are 
the lowest in the WEI countries (13 students per class), which reduces the 
workload of teachers but adds 396 PPP dollars to costs per student. 

Argentina and Thailand, which have annual teachers’ salary costs per primary 
student of more than 500 PPP dollars, are at the higher end of the scale of 
costs. The two countries make different decisions, however, about the number 
of hours of instruction for students, and about class sizes. While annual hours 
of instruction for students, 1 080 hours, are comparatively high in Thailand 
(increasing the salary costs per student by 97 PPP dollars), in Argentina, they 
are comparatively low (729 hours), reducing the salary costs per student by 
70 PPP dollars. The pattern of class sizes has the reverse effect on costs. In 
Thailand, class sizes are slightly above the WEI average, helping to reduce the 
salary costs per student by more than 40 PPP dollars, while in Argentina class 
sizes are well below the WEI average (22 students per class), increasing the 
salary costs per student by 81 PPP dollars. 
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Figure 2.16 

Contributions of various factors to in/decreasing statutory teachers’ salary 
cost per student relative to the WEI average, 1999 

Level of statutory salary (15 years of experience) □ □ Class size 
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Countries are ranked by country statutory cost per student. 
Source : OECD/UNESCO WEI, Table 35 in Annex A4. 
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Table 2.4 

Contributions of various factors to in /decreasing statutory teachers’ 
salary costs per student relative to the WEI average 
(after 15 years’ experience, in PPP dollars, 1999) 







Incremental or decremental effect of each 
specified factor (in US dollars per student 
converted using PPPs) 






WEI average statutory salai 
costs per student enrolled 


Statutory salary (after 15 
years’ experience) 


Students’ hours of 
instruction 


Teachers’ 
teaching hours 


Class size 


Two or more of the other 
factors taken together 


Statutory salary costs 
per student enrolled 
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348 
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Peru 
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-305 


-82 


98 
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-91 
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Philippines 
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Thailand 
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Source: OECD/UNESCO WEI. 
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Argentina 
counterbalances high 
salaries with high 
teaching hours . 



At the lower secondary level , Argentina and Malaysia show the highest annual 
salary costs per student, 1 083 and 1 037 PPP dollars respectively. In Argentina, 
high salaries are counterbalanced by comparatively high teaching hours 
(900 hours per year), while in Malaysia, the teaching load is slightly below 
the WEI average (778 hours per year). In Malaysia, class sizes are smaller than 
the average (29 students per class compared with an average of 33), while in 
Argentina they are almost half the average (19 students per class), reducing 
the workload of teachers but adding 68 and 365 PPP dollars respectively to 
salary costs per student. 
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Box 2.5 

How to read Table 2.4 

Expenditure per student on teachers’ salaries can be estimated from teachers’ salaries, students’ 
hours of instruction, teachers’ hours of teaching, and class size, calculated on the basis of student- 
teacher ratios. 

This figure shows how the different factors influence expenditure in each country. It illustrates 
the effect on salary costs of each individual factor in turn, by showing the national value for that 
factor and assuming that all other factors are at the WEI average level. 

Column 1 shows expenditure on teachers’ salaries per student, if all four factors are at WEI 
average level. 

Column 2 shows the effect on teachers’ salary costs per student if students’ hours of instruction, 
teaching time and class size are at the WEI average, but teachers’ salaries are at the national level. 
Since higher teachers’ salaries lead to an increase in costs per student, a positive value indicates 
that salaries are above the WEI average. For example, Table 2.4 indicates that for lower secondary 
teachers in Argentina, higher than average teacher salaries add PPP dollars 382 to the WEI average 
of PPP dollars 479 of statutory teacher salary per student enrolled. Conversely, a negative value 
indicates that salaries are below the WEI average. In Brazil, for example, below-average statutory 
teacher salaries reduce the WEI average of PPP dollars 479 by PPP dollars 19. 

Column 3 shows the effect on teachers’ salary costs per student if the other three factors are at 
the WEI average, but the number of hours of instruction is at the national level. Since more hours 
of instruction per student lead to an increase in costs per student, a positive value indicates that 
hours of instruction are above the WEI average. While higher than average statutory teacher 
salaries add to the costs per lower secondary student in Argentina, fewer than average hours of 
instruction reduce the average costs per student by PPP dollars 85. 

Column 4 shows the effect on teachers’ salary costs per student if the other three factors are at 
the WEI average, but the number of teaching hours is at the national level. In this case, if teachers 
teach more hours, costs per student decrease. A positive value therefore indicates that teaching 
hours are below the WEI average. 

Column 5 shows the effect on teachers’ salary costs per student if the other three factors are at 
the WEI average, but class size is at the national level. Again, since costs increase if fewer students 
are in a class, a positive value indicates that class sizes are above the WEI average. 

Column 6 shows the residual value due to the interaction of all four factors. 

Column 7 shows the teachers’ salary costs per student for each country. This is the sum of columns 
1 to 6. 
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In Chile and the 
Philippines, comparatively 
high statutory salaries for 
primary teachers are 
compensated by a high 
number of teaching hours 
or larger than average 
classes, while in Thailand 
high salaries are combined 
with large classes and/ or 
light teaching loads. 



In some countries, a lower 
than average teaching 
load is compensated by 
larger class sizes, while in 
other countries, smaller 
than average class sizes 
add to a light teaching 
load, increasing the 
salary costs per student. 



In Chile, the Philippines, 
Thailand andTunisia, 
larger class sizes reduce 
teachers' salary costs per 
student. 




In Argentina, Thailand and Tunisia, annual statutory salaries for primary 
teachers (not including bonuses) are the highest in the WEI countries, between 

I 2 377 and 14 208 PPP dollars. In Argentina, more than half of this effect on 
salary costs per student is compensated by lower than average hours of 
instruction for students, while in Thailand andTunisia, one fifth and one third 
respectively of this effect is counterbalanced by slightly larger than average 
classes. Among other countries with relatively high salaries, Chile compensates 
its high salary costs by larger than average classes while in the Philippines 
large classes and higher than average teaching load balance the teachers' payroll 
effect. Conversely, in Thailand, high salary costs are compounded by higher 
than average hours of instruction and a lighter teaching load. 

In Indonesia, Peru and Uruguay, the salary levels of primary teachers are the 
lowest in the WEI group (not including bonuses), between 1 836 and 
6 281 PPP dollars. In Indonesia, low salaries are combined with a heavier 
than average teaching load (1 260 hours per year), which reduces salary costs 
per student by 1 1 1 PPP dollars, while in Peru and Uruguay, low salaries are 
counterbalanced by lower than average teaching loads. 

In Thailand, Tunisia and Uruguay, annual teaching hours at both the primary and 
lower secondary level are relatively low (between 732 and 760 hours); as a result, 
more teachers are required to cover the total demand for teaching. This adds 
significantly to salary costs per student (at the primary level by between 48 PPP 
dollars in Thailand and 64 PPP dollars per student in Uruguay). In Uruguay, 
smaller than average class sizes add to this effect, whereas in Thailand andTunisia 
larger class sizes compensate for the lower teaching load. 

At the other end of the spectrum are Indonesia and the Philippines, where 
teachers are required to teach for more than 1 1 50 hours per year. This adds 
to the burden on teachers but releases resources for other purposes. In the 
Philippines, larger than average class sizes exacerbate the high teaching load. 

In Chile, the Philippines, Thailand and Tunisia, class sizes are comparatively 
high, above 30 students at the primary level and between 35 and 50 students 
at the lower secondary level. As a result, salary costs are reduced in all of 
these countries, in the case of Chile at the primary level by 78 PPP dollars 
and in the case of the Philippines at the lower secondary level by 153 PPP 
dollars. Resources are thus released for other purposes, including increasing 
the general salary level of teachers. 

II CONCLUSIONS 

Rising enrolment rates, in some cases combined with an expanding population 
of school age, are increasing the demand for new teachers in many WEI 
countries, most significantly often in those with the lowest levels of economic 
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development. This has significant implications not only for teacher training 
and recruitment but also for the financial resources which countries need to 
invest in education if they are to achieve universal education for all children 
of primary-school age and to increase, or merely to maintain, current 
enrolment rates in secondary education. 



And yet, despite an increasing population of secondary-school age, the next few 
decades will provide a unique window of opportunity for many WEI countries 
to improve the quality of educational services. Because of demographic changes, 
which are already having an impact on the size of the cohorts of primary-school 
age, the proportion of people of working age will grow faster over the next few 
decades than that of children in many WEI countries. Before the declining ratio 
of children to active workers is eventually overtaken by the rising ratio of retired 
people to workers, countries will have an increased ability to mobilise resources 
for services including education, making it easier to fund better education systems. 
Policy makers can use this opportunity to shift the focus from expanding the 
coverage of the education system to improving the quality of educational provision 
and outcomes, including reducing the, in some WEI countries, still high proportion 
of over-age students, repeaters or late entrants enrolled in primary education. 



To provide tomorrows world with the knowledge and skills on which 
economic and social progress so critically depends, educational institutions 
will need to respond to change, and teachers will need to develop and deliver 
educational content in ways that meet the needs of tomorrow’s citizens. The 
expectations on teachers are high and varied. They need to be experts in the 
field which is reflected, among other things, in the increasing level of academic 
qualifications required of them. The way in which teachers themselves access 
knowledge must also change, since they will need to update their expertise 
continually to respond to the changes in demands they face. Subject matter 
expertise must be complemented with pedagogical know-how, with a focus 
on the transmission of a range of high-level skills, including motivation to 
learn, creativity and co-operation. In some WEI countries, technology is 
beginning to become a new feature of professionalism in teaching, requiring 
an understanding of the pedagogical potential of technology and the ability to 
integrate it into the teaching-learning process. Finally, professionalism in 
teaching can also no longer be seen as an individual competence, but must 
include the ability to function as part of a “learning organisation” and the 
capacity and willingness to move in and out of other careers and experiences 
that can enrich teaching ability. 



Educational policy-makers must ensure that the investment made in teachers 
is sufficient and proportionate to the demands placed upon them. This means 
both that the qualifications of the teaching force must be adequate and that 
the salaries and working conditions of teachers must be sufficiently competitive 
to attract people with the desired qualifications into the teaching profession. 
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This chapter has examined some of the challenges and policy choices that countries 
face in the striving for providing quality educational services for all. 

Many countries seek to address these challenges through providing better 
and more advanced teacher training. In the same way as OECD countries, 
virtually all the WEI countries supplying data now train their prospective 
primary teachers at tertiary level, either in universities, other post-secondary 
non -university institutions or special teacher training institutes. However, in 
many WEI countries only a fraction of the existing teaching force meets the 
requirements that governments have set for new entrants to the profession, 
with discrepancies being most notable in those countries which have upgraded 
qualification requirements for teachers only recently. In many WEI countries, 
new qualification requirements will continue to place current tertiary 
education systems under some pressure. 

Salaries and career prospects are, broadly speaking, the material incentives 
offered to teachers. The balance between what is required of teachers and 
what is offered to them has a significant impact on the composition of the 
teaching force and the quality of teaching. Attracting skilled individuals and 
retaining them in the teaching profession is an essential prerequisite for 
ensuring high-quality education in the future. While uniform salary scales are 
transparent and simple to administer, they do not help to motivate teachers 
to perform at their best, nor do they help to solve problems of shortages of 
teachers in certain subjects or in rural areas. Among the policy options that 
many WEI countries have not yet fully exploited are additional bonuses as a 
means of adjusting the remuneration of teachers without altering the basic 
government scales. Such adjustments may serve different aims, such as 
rewarding teachers who take on responsibilities or duties beyond statutory 
norms, attracting better candidates to the teaching profession, encouraging 
teachers to improve their performance, or attracting teachers into subject 
areas where demand is greater than supply, for example science and 
mathematics, or to rural locations where there is a scarcity of applicants. 

At the same time, the payment of bonuses will have to be considered carefully 
and its impact evaluated from case to case since there is evidence that it may 
elicit responses from teachers that have an effect opposite to that which is 
intended, impairing school effectiveness and hence student achievement. For 
example, performance-based pay is intended to encourage teachers to work 
harder. However, performance-based pay schemes frequently place individual 
teachers in competition with each other; they may then be reluctant to share 
with their colleagues the new ideas and successful practices which they 
discover. They may also compete among themselves for the best classes, or 
may encourage slow learners to drop out of school. The examples for 
performance based pay that have been discussed in this chapter do, however, 
show that the challenges of designing effective salary schemes can be addressed. 
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Material incentives for teachers are not the only factors in the equation for 
improving the quality of education. If the working conditions for the teaching 
force and their associated costs are to be judged accurately, the various 
indicators discussed in this chapter need to be considered in combination 
rather than in isolation. In other words, when governments decide on their 
education budgets, they need to make trade-offs between factors such as the 
level of teachers’ salaries, the size of classes, the number of teaching hours 
required of teachers and the intended instruction time for students. 

Some countries seek to increase the competitiveness of teacher salaries and/ 
or to raise participation levels by increasing student-teaching staff ratios, 
sometimes in combination with the integration of new technologies in the 
teaching-learning process. However, while in some WEI countries this may 
be a viable option to improve the effectiveness of education systems, in other 
WEI countries student-teacher ratios already exceed 40 students per full- 
time equivalent teacher so that, in these countries at least, it will be difficult 
to respond to the increased demand for teachers by raising student-teaching 
staff ratios further without risking a deterioration in the quality of educational 
provision. 

The chapter has illustrated that, even among countries with similar teachers’ 
salary costs per student, there are different policy choices about other matters. 
Uruguay, for example, compensates small primary-level class sizes with a 
low number of hours of instruction. Thailand compensates a high number of 
hours of instruction with bigger class sizes. Argentina counterbalances high 
salaries with high teaching hours at the secondary level. In Chile and the 
Philippines, comparatively high statutory salaries for primary teachers are 
compensated by a high number of teaching hours or larger than average classes, 
while in Thailand high salaries are combined with large classes and/ or light 
teaching loads. In some countries, a lower than average teaching load is 
compensated by larger class sizes, while in other countries, smaller than 
average class sizes add to a light teaching load, increasing the salary costs per 
student. Finally, in Brazil, Chile, Malaysia, Peru, the Philippines, Thailand and 
Tunisia, larger than average class sizes reduce teachers’ salary costs per student. 

These examples illustrate that there are a number of different “models” of 
how instruction is organised and what elements of instruction are to be 
emphasised. The question of which model is better is a natural one, but not 
entirely appropriate. Each education system is a working system, which to a 
greater or lesser degree has satisfied the requirements of its society. The dif- 
ferent “models” discussed in this chapter represent a long history of decisions 
taken nationally and are subject to a certain inertia that makes it difficult to 
introduce substantial changes overnight, if for no other reason than that some 
features of the system are often subject to negotiation in the framework of 
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collective bargaining agreements. The success of a “model” may also depend 
on less quantifiable characteristics of the education system, such as the teaching 
methods used or the extent of remedial help available. The interplay between, 
for example, class size and teaching methods is far from clear. Small classes 
may mean that more attention to individual students is possible, but in the 
absence of curriculum reform or of a change in teaching practices, for example, 
the expected benefits may not be forthcoming. 

While it is difficult to assess the effectiveness of the different “models”, the 
analysis has shown that there is room for policy choices and that international 
comparative analysis can be a useful instrument for informing the debate. To 
advance the debate and to determine which choices lead to optimal returns 
on educational investments, it will be important to link the structural features 
of education systems to the learning outcomes they produce. This remains 
one of the most important objectives for the future of the WEI programme. 
The OECD Programme for International Student Assessment (PISA), through 
which OECD countries and many WEI countries seek to monitor the outcomes 
of education systems on a regular basis and within a common international 
framework, is one of the efforts that may contribute to this goal and assist 
policy-makers in the preparation of young people for adult life at a time of 
rapid change and increasing global interdependence. 
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ARGENTINA 

Prepared in co-operation between the OECD, UNESCO 

and the Instituto para el Desarrollo de la Calidad Educativa (IDECE) 

In comparison with the situation in other WEI countries, economic and demographic conditions in 
Argentina should favour further educational improvement. GDP per capita, 11 524 PPP dollars, is 
about twice the WEI average and higher than that of some OECD countries. Argentina also has the fifth 
lowest school-age population ratio among WEI countries, with only 28 per cent of the total population 
in the age group 5 to 19 years. This means that investment in education translates into relatively high 
expenditure per student. 

An Argentinian five-year-old child can currently expect 14.2 years of schooling (all levels of education 
combined), which is 1 .5 years above the WEI average and only 2.5 years below the OECD average. 

Teaching conditions in Argentina, as measured by the WEI indicators, are comparatively favourable. The 
average class size in lower secondary education is the third lowest among the WEI countries, 19 students 
per class. This is well below the WEI average of 29 students per lower secondary class and comparable to 
average class sizes in OECD countries. The teaching load in Argentinian primary education, 810 hours 
per year, is roughly comparable to the OECD average and well below the WEI average. 

However, the indicators also reveal some significant challenges facing the Argentinian education system. 
There is still a wide discrepancy between current qualification requirements for new teachers and the 
qualifications of the existing teaching staff, with only 65 per cent of the teaching force at the primary 
level holding a tertiary-level qualification, the fifth lowest proportion among the WEI countries. This 
relatively low ratio of tertiary training is partly a result of the extension of compulsory education from 
seven to ten years and the subsequent increase in enrolments at the higher levels of education, which has 
tended to divert the most highly qualified teachers away from the lower levels of education. 

The low level of teachers’ qualifications is matched by comparatively low salaries. Statutory salaries, despite 
being relatively high in absolute terms in comparison with otherWEI countries (1 3 327 PPP dollars including 
bonuses), are among the lowest in relation to GDP per capita. While Argentinian primary teachers receive 
statutory salaries that are only 1 .2 times GDP per capita, the WEI average is 1 .9 times GDP per capita. 

For data see Annex A. 4. 
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BRAZIL 

Prepared in co-operation between the OECD , UNESCO Ivan Castro DE ALMEIDA 
and Maria Helena GUIMARAES DE CASTRO 

Brazil underwent striking demographic changes during the last quarter of the 20 th century. The annual 
rate of population growth halved during this period, with the result that the school-age population is 
expected to decline over the period 2000 to 2010 by 3 percentage points in the age group 5 to 14 years 
and by 8 percentage points in the age group 1 5 to 1 9 years. Brazil should thus see its school-age population, 
at 33 per cent currently above the WEI average, decrease in the medium term. In the meantime, with 
GDP per capita at 6 524 PPP dollars, Brazil has a comparatively high level of national income at its 
disposal to respond to the above-average demand for education. 

The decrease in the number of children, coupled with policies aimed at improving enrolment rates, has 
led to a significant increase in school expectancy: A Brazilian five-year-old child can expect an average of 
14.9 years of schooling (all levels of education combined), well above the WEI average (1 2.7 years) and 
only 1 .5 years below the OECD average. However, high levels of enrolment are accompanied by very 
high rates of repetition — 25 per cent at the primary level, and 1 5 and 1 8 per cent at the lower and upper 
secondary levels, respectively. 

One challenge facing the Brazilian education system is the comparatively low level of qualifications 
among the teaching force. Fewer than 22 per cent of primary teachers hold a tertiary qualification, the 
third lowest rate among the WEI countries and well below the WEI average of 64 per cent. The situation 
looks somewhat better at the secondary levels, with 76 per cent of lower secondary teachers and 89 per 
cent of upper secondary teachers holding a tertiary -level qualification. 

Brazilian teachers face comparatively demanding working conditions. The average class size, 35 students, 
is high compared with the averages of 32 in the WEI countries and 20 in the OECD countries. The 
teaching load, despite being at the OECD average level (800 hours per year), is the fifth highest among 
the WEI countries. 

Teachers’ salaries in Brazil are among the lowest in the WEI group, both in absolute terms and relative to 
GDP per capita. In absolute terms, primary teachers’ salaries after 1 5 years’ experience, 7 191 PPP dollars, 
are two thirds of the WEI average and only a quarter of the OECD average. Similarly, the average salary after 
1 5 years’ experience is only 1 . 1 times GDP per capita, just over half of the WEI average (1.9 times GDP per 
capita), and close to the ratio of 1 .3 in the OECD countries. 

For data see Annex A. 4. 
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CHILE 

Prepared in co-operation between the OECD, UNESCO, Paula DARVILLE andVivian HEYL 

Chile has the second highest GDP per capita (8 765 PPP dollars) among the WEI countries and a below- 
average proportion of the population of school age (5 to 1 9 years): 27 per cent. Given this comparatively 
favourable situation of demand and available national income, it is not surprising that participation rates, 
expressed in school expectancy, are above the WEI average. However, at 14.3 years, school expectancy 
in Chile is still two years below the OECD average and also lower than those of three WEI countries 
with lower GDP per capita. Furthermore, school expectancy does not provide a measure of the quality 
of educational provision, and it should be noted that the mathematics achievement of students at the 
8th-grade level in Chile is lower than that in OECD and WEI countries with comparable data, except 
the Philippines and Indonesia. 

The Chilean teaching force has a high level of pre-service training. Over 90 per cent of all teachers at 
primary to upper secondary levels hold a tertiary qualification. New teachers are required to possess a 
tertiary -type A degree. Special emphasis is given to pedagogical studies, particularly for primary and 
lower secondary teachers. In fact, four out of 4.5 years of tertiary studies for teachers are devoted to 
pedagogical studies and teaching practice, far more than in any other WEI and OECD country. 

Teaching conditions in Chile are characterised by a combination of comparatively high salaries, average 
teaching hours and above-average class sizes. The underlying determinants are comparatively high student- 
teacher ratios, combined with an above-average number of hours of instruction. These factors result in 
class sizes of around 35 in lower secondary education, well above the OECD average of 1 9.8. Only three 
WEI countries show higher class sizes. 

Salaries are uniform for primary and secondary teachers. After 1 5 years’ experience, the average teacher’s 
salary is 15 868 PPP dollars (including bonuses), the highest among the WEI countries. However, this 
needs to be seen in the context of a high level of national income. The statutory salary after 1 5 years’ 
experience is no higher than the WEI average, 1 .9 times GDP per capita. 

Merit awards for teachers can form a significant element of teachers’ salaries in Chile, however, accounting 
for increases of up to 51 per cent over the basic salary. The national system of performance evaluation 
for public schools (SNED) provides merit awards for teachers on the basis of the school’s performance 
on an index of achievement. This index chiefly includes test scores obtained in Spanish and mathematics, 
but takes account of improvements since previous tests. An annual award scheme has also been introduced 
for outstanding teachers. Finally, there is a hardship allowance for teachers in schools with particular 
difficulties, such as remote locations, an unsafe environment, or a particularly high proportion of students 
with social problems. 

For data see Annex A A. 
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CHINA 

Prepared in co-operation between the OECD \ UNESCO and Zhi Hua LIN 

Despite a comparatively low level of national income (GDP per capita is 3 345 PPP dollars, about 40 per 
cent below the WEI average), China has shown the fastest economic growth of all WEI countries, with 
an annual growth rate of 7.8 per cent in 1 998. At the same time, China’s school-age population ranks 
third lowest among WEI countries, only 26 per cent of the total population being in the age group 5 to 
1 9 years. The number of children of primary-school age is expected to decrease by a further 1 5 per cent 
in the next decade. 

Rising national income, together with declining demographic demand, will provide an opportunity to 
improve access to education at the secondary levels of education. Currently, a Chinese five-year- old 
child can only expect 10. 1 years of schooling (all levels of education combined), and gross entry rates in 
secondary education are the second lowest among the WEI countries. In China, only 80 per cent of an 
age cohort move on to lower secondary education, 43 per cent enter upper secondary programmes, and 
as few as 1 3 per cent reach the tertiary level of education. 

At the same time, China’s education system shows a high degree of internal efficiency, with very low 
grade repetition rates (0.8 per cent at the primary level and 0. 1 per cent at the lower secondary level), 
and a graduation rate in upper secondary education, 37 per cent, that is very close to the entry rate of 
43 per cent. It should also be noted that 56.6 per cent of secondary students are enrolled in vocational 
programmes, making China’s education system the second most vocationally oriented among the WEI 
countries, after that of Egypt. 

Currently, only 12.8 per cent of primary teachers, and just over half of lower secondary teachers, hold 
a tertiary qualification. However, upper secondary teachers almost all have a tertiary qualification. In 
the WEI and OECD group, China is the only country with a majority of male primary and lower secondary 
teachers. This current gender balance appears to be changing, however, women being in the majority 
among younger teachers. A high proportion of teachers are below 30 years of age, one third at the 
primary level and almost half at the lower secondary level. 

For data see Annex A A. 
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EGYPT 

Prepared in co-operation between the OECD, UNESCO and Mohamed Abdul Salam RAGHEB 

A comparatively low level of national income (3 263 PPP dollars, about 42 per cent lower than the WEI 
average), coupled with an above-average school age population (36 per cent of the total population 
being in the age group 5 to 19 years), represents a challenging economic and demographic environment 
for educational improvement. However, the school-age population is expected to stabilise in the coming 
years in the age range 5 to 14, and to increase only slightly, by 3 per cent, in the age group 1 5 to 19 years. 
As a result, Egypt’s recent efforts to expand educational access and participation should allow school 
expectancy for five-year-old children to rise from its current level of 1 1 years, which is 1 .7 years below 
the WEI average and 5.7 years below the OECD average. 

A major challenge ahead for Egypt is to enhance the training of its primary teachers, fewer than a 
quarter of whom currently hold a tertiary qualification (the WEI average being 64 per cent). This issue 
is already being addressed: an extensive in-service training programme was introduced during 1999 and 
2000, mainly by means of distance learning, with the aim of updating the pedagogical skills of teachers 
and introducing them to the use of technologies in the classroom. 

The internal efficiency of the education system rises markedly with the level of education. Repetition 
rates drop from 9.7 per cent at the lower secondary level to 3.5 per cent at the upper secondary level. 

The vocational orientation of Egypt’s upper secondary education also affects the qualifications structure 
of the teaching force. A higher proportion of Egyptian teachers have a tertiary qualification at the lower 
secondary level (89 per cent) than at the upper secondary level (76.3 per cent). Disaggregation by 
programme orientation shows that in upper secondary general programmes, 97.4 per cent of teachers 
possess a tertiary qualification, whereas this rate drops to 64.8 per cent in pre-vocational and vocational 
programmes. 

Primary teachers have a teaching load of 965 hours per year. This is higher than both the WEI average 
and the required hours of teaching for secondary teachers. The average class size at the primary level, 
22.3 students, is comparatively low, but this national average hides considerable variations between 
areas of the country and between subjects. Secondary teachers have a smaller teaching load (724 hours 
per year) but larger classes, 31.2 students on average. 

For data see Annex A A. 
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INDONESIA 

Prepared in co-operation between the OECD, UNESCO and Ade CAHYANA 

After a phase of steadily declining population growth in Indonesia between 1 970 and 2000, the proportion 
of the population at the age of primary and lower secondary education has now reached the WEI average. 
However, while decreasing demographic pressure opens up opportunities to improve the education 
system, financial resources remain limited. The Asian economic crisis and the ensuing political instability 
in the country contributed to a decline in GDP per capita between 1997 and 1999 from 3 091 to 
2 626 PPP dollars, one of the lowest among the WEI countries. 

The most pressing issue is to widen access to education. School expectancy is the lowest among all WEI 
and OECD countries. A five-year-old child can expect to enrol in formal education for only 9.7 years, 
three years less than the WEI average. Besides this, mathematics achievement, as measured in theTIMSS 
1 999 assessment, is comparatively low (403 points) , although still higher than in Chile and the Philippines. 

At the primary level of education, the percentage of teachers holding a tertiary qualification in Indonesia, 
41 per cent, is below the WEI average of 64 per cent. By contrast, virtually all secondary teachers hold 
a tertiary qualification. Furthermore, all new teachers at the primary level are now required to hold a 
tertiary-level qualification (ISCED S A or SB), earned after a three or four-year programme provided by 
a teacher training institute and including subject-matter instruction, pedagogical instruction and six 
months of teaching practice. 

Teachers’ salaries, which were already relatively low before the 1997 economic crisis, have dropped 
further in recent years. With annual statutory mid-career salaries (including bonuses) of 2 938 PPP dollars 
in primary and lower secondary education, and 3 S37 PPP dollars in upper secondary education, 
Indonesian teachers’ salaries are the lowest among the WEI countries. Starting salaries show an even 
wider gap. Teachers’ salaries are also low when compared with national income, teachers with 1 5 years’ 
experience being paid the equivalent of 1 . 1 times GDP per capita. 

Whereas salaries are relatively uniform across the levels of education, the working conditions of primary 
and secondary teachers differ markedly. While the workload of primary teachers (1 260 hours per year) 
is by far the highest among the WEI and OECD countries, it is below the WEI average in the case of 
secondary teachers (738 hours per year). On the other hand, primary teachers teach classes that are one 
third smaller than those of their lower secondary colleagues (class sizes at the lower secondary level 
being around the WEI average). 

The Indonesian teaching force is very young compared with those of most WEI and OECD countries. 
Fifty-two per cent of primary-school teachers are younger than 30 years of age, and 85 per cent are 
under 40 years of age. The situation is similar at the secondary level. 

For data see Annex A. 4. 
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JORDAN 

Prepared in co-operation between the OECD, UNESCO, Jehad Jamil Abu EL-SHAAR and Maen MUHAIS1N 

Jordan faces a sharply rising demographic demand for education. An already high proportion of school- 
age children (38.5 per cent of the total population are in the age group 5 to 19 years) is expected to 
increase by more than 25 per cent, with a significant impact at both the primary (+26 per cent) and 
secondary (+28 per cent) levels of education. At the same time national income, 3 714 PPP dollars, is 
33 per cent below the WEI average. 

A Jordanian five-year-old child can expect 11.6 years of schooling (all levels of education combined), 
one year below the WEI average. Jordan provides comparatively good learning conditions, with a qualified 
teaching force and relatively small classes. More than 99 per cent of primary and lower secondary 
teachers hold a tertiary qualification, more than in many other WEI countries with higher GDP per 
capita. An average of 22 students per class at the lower secondary level takes Jordan closer to the OECD 
average (20) than to the WEI average (32). 

Besides teaching small classes, Jordanian teachers have the fourth lowest workload among WEI countries, 
745 teaching hours per year at all levels, significantly below the OECD (800 hours) and WEI (869 hours) 
averages. 

Teachers' salaries are close to the WEI average (10 800 PPP dollars) at the primary level, but 19 to 
25 per cent below the WEI average at the secondary level. However, Jordanian teachers' salaries compare 
well in terms of GDP per capita, being 2.9 times average GDP per capita, more than in most WEI 
countries. 

Teachers' salaries are uniform across levels of education in Jordan, averaging 1 0 652 PPP dollars. They 
increase with experience, but not with level of qualifications, although qualifications can still speed up 
the promotion process. For example, a Master's degree allows a teacher to reach the top of the scale two 
years earlier than a teacher holding only the minimum Bachelor’s degree. 

For data see Annex A. 4. 
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MALAYSIA 

Prepared in co-operation between the OECD, UNESCO and Kbalijab MOHAMMAD 

With GDP per capita 45 per cent above the WEI average (8 057 PPP dollars), Malaysia has the financial 
resources to respond to rising demand for education, much of which is due to demographic growth. An 
already above-average proportion of school-age children in the population is expected to increase sharply. 
The number of children at the age of upper secondary schooling, for example, is expected to rise in the 
next ten years by 19 per cent. 

A five-year-old child can expect to be enrolled in schooling for 12.5 years, just below the WEI average. 
At the same time, the achievement of 8th-grade students in mathematics is higher than theTIMSS 1999 
international average (519 points compared with the average score of 487 points), with Malaysia 
outperforming all but one of the WEI countries that participated in theTIMSS 1999 study. 

Almost all Malaysian teachers have received a tertiary-level education. At the primary level, 97 per cent 
of the existing teaching force hold a tertiary-type B qualification, and 96 per cent of teachers in lower 
and upper secondary education are university-level graduates. 

With a teaching load of between 762 teaching hours per year at the primary level and 778 hours at the 
secondary level, Malaysian teachers not only teach fewer hours than the WEI average, but also fewer 
than the OECD average. Class sizes of between 28 and 30 students are just above the WEI average in 
primary education and below the WEI average at the lower secondary level. Although they are higher 
than the OECD average, they are much lower than those in Korea, one of the two Asian OECD countries. 

There are significant differences in teachers’ salaries between the primary and secondary levels of 
education. While the average salary for Malaysian primary teachers, 1 1 803 PPP dollars (including 
bonuses), is just above the WEI average, their lower and upper secondary colleagues earn almost twice 
as much, 21 568 PPP dollars, the second highest salary for upper secondary teachers among the WEI 
countries. Measures aimed at enhancing teachers’ status and motivation include the revision of 
remuneration and promotion schemes, appropriate allowances and facilities for teachers teaching specific 
subjects and for those working in remote areas, and rewards for outstanding performance (up to 7 per 
cent). The policy emphasis on rural schools results in more incentives being provided to teachers serving 
in rural and remote areas. 

The teaching profession in Malaysia is becoming more and more a female domain. While older cohorts 
of teachers are predominately male, the gender pattern has changed over time, and 70 per cent of 
younger teachers and of those newly appointed are now female. 

For data see Annex A A. 
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PARAGUAY 

Prepared in co-operation between the OECD \ UNESCO \ Hilda GONZALEZ GARCETE and 
Dalila Noemi ZARZA PAREDES 

The demographic demand for education in Paraguay is considerable. The proportion of 5 to 1 9 year-olds 
in the total population, 36 per cent, is already the third highest among WEI and OECD countries and is 
expected to rise by a further 14 per cent by 2010. Changes in demand will be most significant at the 
upper secondary level, where the relevant age cohort is expected to increase by 21 per cent. These 
figures represent the second highest growth rate among the WEI countries. With GDP per capita of 
4 337 PPP dollars, the national resources available to respond to rising demand are limited. 

A five-year-old can expect to be enrolled for only 1 1 years in formal education. Furthermore, Paraguay 
has the lowest upper secondary graduation rate among the WEI and OECD countries. Besides participation 
rates, hours of instruction are also comparatively low. According to the curriculum, children aged 
9- 1 1 years (in primary education) receive just 660 hours of instruction per year, the second lowest total 
among the WEI countries. This is due to a double shift system, whereby students are enrolled for only 
four hours per day at the primary level. The hours of instruction increase at the lower secondary level, 
but remain well below the WEI average. 

Primary teachers in Paraguay have the second lowest number of statutory teaching hours among the 
WEI countries, 696 hours per year, over 100 hundred hours less than the WEI average. However, this 
low teaching load does not fully reflect reality since most primary teachers hold two positions within 
the double shift system, thus doubling their teaching hours. One implication of this double shift system 
is that the teaching load in Paraguay increases with the level of education, contrary to the pattern in the 
majority ofWEI countries. Lower secondary teachers are required to teach 774 hours per year, between 
the OECD and WEI averages, while upper secondary teachers are required to teach 870 hours, 50 hours 
more than the WEI average. 

The comparatively low teaching load is matched by comparatively low student-teacher ratios, 19.7 at 
the primary level and 9.9 at the secondary level. At the lower secondary level, this ratio is the lowest 
among the WEI countries and lower than in all but two OECD countries. Average class sizes in primary 
education are estimated at 19.7, and in lower secondary at 1 1.7, by far the smallest among the WEI 
countries. 

Given the rapid growth in the student population and the extensive use of the existing teaching force 
and infrastructure (due to the double shift system), it is likely that the extension of compulsory education 
from six to nine years will result in an even more acute shortage of teachers in the future. 




130 



For data see Annex A A. 



136 



Country Profiles 



PERU □ 



Indicators on teachers 



WEI countries with 
higher GDP per capita 

f 



OECD 

average 



WEI countries with 
lower GDP per capita 



o 

ERIC 




20 700 



131 



137 



Country Profiles 



PERU 

Prepared in co-operation between the OECD, UNESCO, Jose RODRIGUEZ and 
Gloria Maria ZAMBRANO ROZAS 

With GDP per capita at 4 534 PPP dollars, and 33 per cent of the population in the age group 5 to 
19 years, Peru has limited resources to respond to higher than average demand for education. 
Nevertheless, school expectancy is above the WEI average. A Peruvian five-year-old child can expect to 
stay enrolled in education for 13.9 years, longer than in any other WEI country with similar or lower 
GDP per capita, and longer than in two other countries with higher per capita resources. 

The Peruvian primary-level teaching force is among the best educated among the WEI countries, with 
84.7 per cent of all primary teachers holding a tertiary qualification. Lower secondary and upper secondary 
teachers have equally high levels of education. Besides a comparatively high level of formal education, 
more than three out of four primary teachers have received teacher training. The proportion of teachers 
without tertiary education or teacher training is expected to diminish further in the future, since five 
years of tertiary education, including at least 1 .1 years of teaching practice, are now a requirement for 
entry into the teaching force at the primary level of education. 

Teachers at the primary level work significantly fewer hours per year than the WEI average (774 teaching 
hours per year compared with an average of 869 teaching hours). Teaching hours are even lower than in 
most countries with higher GDP per capita. Class sizes are also smaller than in most WEI countries, 
with an average of 28.5 students per lower secondary class. 

Primary and secondary teachers make up 3.8 per cent of the total labour force, a larger proportion than 
in other countries with similar school-age populations and similar or higher GDP per capita, such as 
Brazil and Paraguay. Other types of educational personnel account for a further 1 . 1 per cent of the 
labour force. 

However, the relatively small class sizes and low level of teaching hours go together with below-average 
salaries. Primary teachers earn an average of 4 752 PPP dollars, less than half of the WEI average. 
Moreover, teachers’ salaries do not increase with years of experience for those with minimum training. 
In the case of teachers with an educational qualification (70 per cent of the public teaching force), 
salaries increase by 28 per cent over the career, and reach the top of the scale after 20 years. Even though 
the earnings premium for experience is small, teachers seek to obtain educational qualifications because 
they are a requirement for recruitment in public schools that provide a higher degree of employment 
stability. 



For data see Annex A. 4. 
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PHILIPPINES 

Prepared in co-operation between the OECD, UNESCO, Ramon BACANI and Lilia ROCES 

The education system in the Philippines has to cope with a large and rapidly increasing client base. In 1999, 
the school-age population accounted for 36 per cent of the total population, and it is projected that the 
number of 5 to 19-year-olds will increase by a further 10 per cent over the period 2000 to 2010. Resources 
to deal with the growing demand for education are limited. The Philippines has one of the lowest GDPs per 
capita in the WEI sample, 3 580 PPP dollars, far below the WEI average of 5 550 PPP dollars. 

It is thus not surprising that school expectancy in the Philippines is around one year below the WEI 
average. In addition, the country's achievement in mathematics at the 8th-grade level, as assessed by 
TIMSS 1999, is the lowest among the WEI countries. 

At the same time, upper secondary graduation rates are well above the WEI average, with 57 per cent of 
a given age cohort completing upper secondary education. This high graduation rate may be enhanced in 
part by the relatively short duration of lower and upper secondary education in the Philippines. 

The level of qualifications of the existing teaching force demonstrates the national commitment to 
education. The Philippines is the only WEI country where, throughout primary and secondary education, 
virtually all members of the existing teaching force have completed university-level education. 

The working conditions of teachers in the Philippines are characterised by an above-average annual 
teaching load, above-average class sizes and comparatively high salaries. Teaching time in the Philippines, 
1 176 hours at all levels of education, is between 33 and 44 per cent higher than the WEI average, 
depending on the level of education, and is above the OECD average. The regulations stipulate that 
teachers shall deliver six hours of actual teaching per day. Class sizes are the second highest in primary 
education (32 students per primary class, on average) and by far the highest in lower secondary education 
(50 students). 

With a mid-career statutory salary of 13 715 PPP dollars (including bonuses), teachers in the Philippines 
earn well above the WEI average. For primary teachers, earnings are around 30 per cent above the WEI 
average and far higher than in many countries with higher levels of GDP per capita. Expressed as a percentage 
of GDP per capita, teachers’ salaries are the highest among the OECD and WEI countries. Additional 
compensation is paid for extra teaching hours, out-of-school activities and any other activities outside what 
is defined as normal duties. Such bonuses may increase the basic salary by up to 30 per cent. 

The Philippines’ primary teaching force has the highest proportion of older teachers among the WEI 
and OECD countries. Forty-four per cent of primary teachers are older than 50 years of age. This 
proportion is much smaller at the secondary level. 
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RUSSIAN FEDERATION 

Prepared in co-operation between the OECD, UNESCO and Alexander SAVELYEV 

The education system in the Russian Federation, unlike the other WEI countries, is seeing a dramatic 
decline in its client base. Between 1 995 and 2000 the number of children of primary-school age decreased 
by one sixth, and it is expected to fall by a further quarter over the next decade. The proportion of 
children of primary-school age is currently 22 .4 per cent, the smallest proportion among WEI countries, 
although still above the OECD average. 

A Russian five-year-old child can expect 12.2 years of schooling (all levels of education combined), 
which is at the WEI average. However, theTIMSS achievement tests in 1995 and 1 999 indicated that the 
quality of educational outcomes is comparatively high in the Russian Federation. The Russian Federation 
recorded the highest score in S^-grade mathematics achievement of all the eight WEI countries that 
participated inTIMSS 1999, and came very close to the OECD average. Low rates of grade repetition 
are a further indicator of a high degree of internal efficiency in the education system. 

The number of hours that primary teachers are required to teach, 686 hours per year, is the lowest 
among the WEI countries and well below the OECD average of 800 hours. Limited instruction time for 
students is counterbalanced by comparatively small class sizes. The average class size of 1 8 students is 
around 10 students lower than the WEI average. Student-teacher ratios, 15 students per teacher at the 
primary level, are the lowest among the WEI countries and below the OECD average. 

Teaching in Russia is almost exclusively a female occupation. Almost all primary teachers, 98 per cent, 
are women, and even at the secondary level, no other WEI or OECD country has a higher proportion of 
women in the teaching force. Eighty per cent of all upper secondary teachers are women. 

For data see Annex A. 4. 
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THAILAND 

Prepared in co-operation between the OECD, UNESCO and Sirivarn SVASTIWAT 

After the Russian Federation, Thailand has the lowest proportion of the population at school age, with 
25 per cent of the population in the age group 5 to 19 years, midway between the OECD (20) and WEI 
(3 1 .6) averages. In addition, the school-age population is expected to decrease by a further 10 per cent 
in the age group 5 to 14 years and by 1 3 per cent in the age group 1 5 to 19 years during the period 
2000-2010. Despite a continuing economic downturn, Thailand’s GDP per capita, 5 757 PPP dollars, is 
still above the WEI average. 

School expectancy in Thailand is high, 13.1 years of full-time participation, compared with the WEI 
average of around 12 years. In addition, Thailand provides a significant amount of part-time education 
for adults, which accounts for nearly another five years of school expectancy. Thailand’s score in the 
1999 TIMSS assessment of 8th-grade mathematics achievement, 467 points, ranked below the 
international average (487 points), but placed the country in third position among the eight WEI countries 
participating in the study. 

Thailand’s teaching force is well educated, with 82 per cent of primary teachers holding a tertiary 
qualification. This is well above the WEI average, and the regulations require four years of tertiary 
training (including 1 .5 years of pedagogical studies and teaching practice) for new entrants to the 
profession. 

Teachers’ pay is relatively attractive. At 14 208 PPP dollars, primary teachers’ salaries are the second 
highest among the WEI countries, 31 per cent above the WEI average and much higher than in many 
countries with higher per capita national income. When compared with GDP per capita, teachers’ salaries 
in Thailand rank third among the WEI countries, with salaries for primary teachers with 15 years’ 
experience equalling 2.5 times GDP per capita, well above both the OECD average (1.3 times) and the 
WEI average (1.9 times). Teachers’ salaries in Thailand show little variation with the level of education 
taught, but increase with both experience (a 250 per cent increase over the first 1 5 years) and qualifications 
(a 41 per cent differential between minimum and maximum qualifications). 

These relatively high salaries appear all the more attractive given the comparatively low workload of 
teachers, 760 teaching hours per year in primary education, compared with an average of 800 hours in 
OECD countries, and 869 hours in WEI countries. 

These attractive working conditions are, however, offset by large classes. The average class size is 
42 students at the lower secondary level, more than double the OECD average (19.8), and around one 
third higher than the WEI average (32). These large classes are mainly the result of the high number of 
hours of instruction, 3 500 hours per year, and the low teaching load of teachers. 
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TUNISIA 

Prepared in co-operation with OECD and UNESCO 

While the current proportion of the population in the age group 5 to 19 years, 34 per cent, is still well 
above the WEI average, the number of children in this age group is expected to fall over the next decade. 
This decrease began in the mid- 1 990s and is expected to amount to a further 5 per cent between 2000 
and 2010. In terms of available national resources, Tunisia stands slightly above the WEI average, with a 
GDP per capita of 5 731 PPP dollars. 

Tunisia shows an above-average school expectancy of 1 3.4 years, outperforming all the WEI countries 
with lower GDP per capita and, by a full year, two countries with higher GDP per capita. This high level 
of school expectancy is, however, due not only to high participation rates at primary and lower secondary 
levels, but also to high rates of grade repetition. At the secondary level, the Tunisian repetition rate is the 
highest among the WEI countries. Among other effects, high repetition rates tend to increase class sizes, 
which in Tunisia are already among the largest among the WEI countries. Mathematics achievement in 
Tunisia, as measured in theTIMSS 1999 assessment, stands around the average among the participating 
WEI countries, but is lower than theTIMSS 1999 international average. 

Tunisia’s investment in human and financial resources is among the highest in the WEI countries. Public 
expenditure on primary and secondary education, as a percentage of GDP, is the second highest among 
the WEI countries (5.4 per cent). Similarly, Tunisia has the highest proportion of the labour force in all 
OECD and WEI countries working in primary and secondary education, 6 per cent. 

The level of tertiary qualifications of the current teaching force is relatively low at the primary level 
(15 per cent), but rises to 84 and 96 per cent at the lower and upper secondary levels of education 
respectively. In 1999, the Ministry of Education introduced a new entrance examination for secondary 
teachers (CAPES), requiring teachers to have at least a university Master’s degree. In addition, continuing 
training for the existing teaching force is being given high priority in Tunisian reform efforts. Since 
1991 , an extensive in-service training programme has provided an average of 30 hours of training per 
year free of charge for all teachers. 

Teachers’ working conditions are characterised by a below-average teaching load combined with above- 
average class sizes. Teachers are required to teach 735 hours per year in primary education and 548 hours 
in secondary education, the latter figure being the lowest among the WEI countries at the secondary 
level. This comparatively low teaching load partly explains why class sizes are above the WEI average 
despite average student- teacher ratios. Class sizes are estimated at 3 1 students in primary education and 
41 in secondary education. 

The remuneration of teachers is high in comparison with both the WEI average and GDP per capita. A 
primary teacher with. 15 years’ experience earns 12 877 PPP dollars, which is 19 per cent above the 
WEI average and 2.2 times GDP per capita. This ratio increases to 2.9 for experienced lower secondary 
teachers, and to 3.4 for experienced upper secondary teachers. Teachers’ salaries have recently been 
raised to match those of administrative staff with equivalent qualifications, while teachers in rural areas 
have been given additional financial aid. 
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URUGUAY 

Prepared in co-operation between the OECD, UNESCO and Mara PEREZ TORRANO 

Uruguay has the third highest GDP per capita (8 602 PPP dollars) among the WEI countries and the 
smallest school-age population. Only 24 per cent of the total population are in the age group 5 to 
19 years, which is closer to the OECD average (20 per cent) than to the WEI average (32 per cent). 

A five-year-old child can expect to participate in formal education for 15.2 years, the second highest 
figure among the WEI countries and only 1 .5 years below the OECD average. 

High levels of participation are achieved despite comparatively low expenditure on primary and secondary 
schools. Only 2.1 per cent of GDP is spent on educational institutions, well below the WEI and OECD 
averages. 

The generally favourable economic and demographic conditions are reflected not only in high participation 
rates but also in better than average working conditions for teachers. Classes are particularly small in 
primary education, with fewer than 1 3 students on average (about half the WEI average). They are still 
below the WEI figure in lower secondary education, with an average of 26 students per class. Teaching 
hours are also below the OECD and WEI averages, 732 hours per year for primary teachers and 71 2 hours 
for secondary teachers. 

The comparatively small class sizes at the lower secondary level of education are mainly explained by 
low student-teacher ratios, the lowest among the WEI countries. At the primary level, however, the 
main factor behind small classes is the small number of hours of instruction. The intended number of 
hours of instruction for primary students (455 hours per year) is around half the WEI average. 

Enhancing the initial and continuing training of teachers is one of the priorities for improving the quality 
of education. The aim is to build a system of initial training and to update and upgrade the training of 
existing classroom teachers, headteachers and supervisory staff. 

A tertiary qualification (ISCED 5B) is required for entry to the teaching profession at all levels of education. 
Its duration varies from three years for prospective primary teachers to four years for prospective 
secondary teachers. 

Mid-career statutory salaries for teachers are at similar levels for primary and secondary teachers 
(1 1 675 PPP dollars including bonuses), 1 .4 times GDP per capita at the primary and lower secondary 
levels, and 1 .5 times GDP per capita at the upper secondary level. These ratios are close to the OECD 
average and below the WEI average. Bonuses are an essential part of teachers’ remuneration in Uruguay, 
and may increase the basic salary by up to 85 per cent. 
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ZIMBABWE 

Prepared in co-operation between the OECD, UNESCO and Farai CHOGA 

With the second lowest GDP per capita among the WEI countries, 2 701 PPP dollars, and the largest 
proportion of the population at school age, 40 per cent, Zimbabwe’s education system faces major 
challenges if it is to improve provision. 

It is therefore not surprising that participation in education in Zimbabwe is low. School expectancy is 
only 9.9 years (all levels of education combined) for a five-year-old child, almost three years below the 
WEI average. In addition, school expectancy is one year lower for girls. 

At the same time, Zimbabwe spends a higher proportion of national income on educational institutions 
(11.6 per cent) than any other WEI country. Expenditure per student, 768 PPP dollars at primary level, 
is more than six times that of Indonesia, for example, a country with similar GDP per capita. At the 
secondary level, expenditure per student, 1 179 PPP dollars, is also more than double that of Indonesia. 

The main challenge facing Zimbabwe is to expand participation in education. For that purpose, it already 
has a well-qualified teaching force, with 94 per cent of its primary and 99 per cent of its secondary 
teachers holding a tertiary qualification. 

Teachers’ working conditions in Zimbabwe are characterised by above-average teaching hours (975 hours 
per year at primary, and 936 at secondary level) and small classes. Zimbabwe has the smallest average 
class size of the WEI countries at the lower secondary level, 16.5 students, which is below the OECD 
average of 19.8 and only just over half the WEI average. At the primary level, the average class size in 
Zimbabwe (29.3) is slightly higher than the WEI average (25.9). 

For data see Annex A A. 
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These annexes provide the data used in this publication as well as 
important information on the definitions and methods underlying 
these data. The full documentation of national data sources and 
calculation methods is published in the 2001 edition of OECD’s 
Education at a Glance and is also available on the Internet: 

http : / / www. oecd . org/ els / education / ei / index . htm 

Five annexes are presented below: 

° ANNEX A 1 provides general notes pertaining to the coverage of 
the data, the reference periods and the main sources for the data; 

° ANNEX A2 provides definitions and notes that are important for 
the understanding of the indicators presented in this publication 
(the notes are organised alphabetically); 

° ANNEX A3 provides a cross-reference between tables and notes; 

° ANNEX A4 provides the full set of data used in this publication; 

° ANNEX AS documents the classification of 1 8 WEI countries’ 
educational programmes according to the 1 997 International 
Standard Classification of Education (ISCED97). 
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H ANNEX A1 - GENERAL NOTES 
Coverage 

Although a shortage of data still limits the scope of some indicators in many WEI countries, the coverage 
extends, in principle, to the entire national education system regardless of the ownership or sponsorship 
of the institutions concerned and regardless of education delivery mechanisms. With one exception 
described below, all types of students and all age-groups are meant to be included: children (including 
those classified as exceptional), adults, nationals, foreigners, as well as students in open distance learning, 
in special education programmes or in educational programmes organised by ministries other than the 
Ministry of Education, provided the main aim of the programme is the educational development of the 
individual. However, vocational and technical training in the workplace, with the exception of combined 
school and work-based programmes that are explicitly deemed to be parts of the education system, is 
not included in the basic education expenditure and enrolment data. Educational activities classified as 
“adult” or “non-regular” are covered, provided that the activities involve studies or have a subject-matter 
content similar to “regular” education studies or that the underlying programmes lead to potential 
qualifications similar to corresponding regular educational programmes. Courses for adults that are 
primarily for general interest, personal enrichment, leisure or recreation are excluded. 

Reference periods 

The reference year for data on entry, enrolment, completion and education personnel is the school year 
1 997 / 1 998 for WEI countries and the school year 1 998 / 1 999 for OECD countries. The reference year 
for the financial data is the calendar year 1998 for both WEI and OECD countries. GDP consumer price 
deflators are used to adjust the data on expenditure where the national financial year does not coincide 
with the calendar year. In order to make this adjustment, the data on educational finance are multiplied 
by the ratio of GDP price levels between the calendar year for which data are published and those of the 
preceding calendar year, in proportion to the fraction of the national financial year that overlaps with the 
previous calendar year. The following two limitations of the use of such deflators should be recognised: 
i) the adjustments relate to changes in the general (GDP) price level but not to the price level for 
educational services (the assumption is made that educational costs are measured in terms of national 
income forgone); ii) no allowance has been made for real growth in educational expenditure (increases 
in excess of inflation or smaller increases) that might have taken place during the corresponding period 
of adjustment. Special adjustments are made for the calculation of indicators in which both financial and 
enrolment data are used (see below). 

Data on national expenditure in this publication have been converted using purchasing power parities (PPPs). 

Sources 

Most numerical data used in this report are based on the annualWEI/UOE data collection. Government 
officials in OECD andWEI countries provide these data annually to the OECD and UNESCO in detailed 
and highly structured electronic questionnaires. These questionnaires consist of several electronic 
workbooks organised by topic - demographic background, education finance, enrolment, entrants, 
graduates, curriculum, personnel. 
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Sources used by government officials to complete the electronic questionnaires consist most often of 
labour force surveys, population censuses, or population projections based on censuses in the case of the 
demographic background and educational attainment data. Education system records, such as school 
censuses provide the data on enrolments, entrants, graduates, curriculum, and personnel in most cases. 
Education finance data often come from sources outside education ministries, most often government 
ministries that specialise in finance. 

Additional financial and economic background data used in this report come from World Bank databases, 
some of which are published in its World Development Indicators publication. Specific indicators borrowed 
from World Bank databases include purchasing power parity indices and gross domestic product (GDP) 
per capita. 

National sources are : 

Argentina 

Ministry of Education, 1998 School Census and University Statistics. 

Brazil 

Ministry of Education, 1998 School Census and 1998 Higher Education Census. 

National Institute for Educational Studies and Research (Instituto Nacional de Estudos e Pesquisas 
Educacionais / IN EP) . 

Coordination for the Improvement of Tertiary Education Personnel (Funda^ao Coordenat^ao de 
Aperfei^oamento de Pessoal de Nivel Superior). 

Office of National Accounting / National Bureau of Statistics (DECNA/IBGE — Departamento de Contas 
Nacionais/Instituto Brasileiro de Geografia e Estatistica). 

Chile 

Ministry of Education , Enrolment and Achievement databases (ISCED 1 -3), Higher Education Division 
(ISCED 5-7), JUNJI and INTEGRA (ISCED 0). 

Central Bank, National Accounts. 

China 

Ministry of Education, Statistics Division. 

Egypt 

Ministry of Education, 1998 School Census. 

India 

Ministry of Human Resource Development. 

Indonesia 

Ministry of Education, School Statistics 1 999/2000 and Planning Division, Directorate General of Higher 
Education. 
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Jordan 

Ministry of Education, The Educational Statistical Report 1998/99. 

Malaysia 

Education Planning & Resources Division (EPRD), Teacher Education Division (TED), Technical & 
Vocational Education Department (TVED), Higher Education Department (HED), Private Education 
Department (PED), Royal Military College (RMC), ManPower Department (MPD), Council ofTrust 
of the Indigenous People (MARA), Social Welfare Department (KEMAS). 

Paraguay 

Direction of Planning, Statistics and Information, Statistic Data Base Year 1 998 ( Anuario 1 998 Estadistica 
Educativa). 

Peru 

Ministry of Education, 1998 School Census (database). 

National Association of University Rectors (ANR), Annual Report (several years). 

Ministry of Finance (MEF), 1998 Public Sector Budget. 

National Statistics and Information Institute (INEI), 1997 National Household Survey (ENNIV). 

Philippines 

DECS, CHED Statistical Bulletin , school year 1997/98. 

General Appropriations Act of 1997/ Annual Financial Report of the Local Government. Local 
Government Audit Office, Commission on Audit/ Census. 

Russia 

Institute for Higher Education. 

Sri Lanka 

Ministry of Education, School census, 1998. 

Thailand 

Office of the National Education Commission. 

Tunisia 

Ministry of Economic Development. 

Uruguay 

Ministry of Education and Culture, Education Division, Statistics Department. 

Ministry of Economics and Finance. 

National Administration of Public Education (Administration Nacional de Education Publica). 

Zimbabwe 

Ministry of Education, Sport and Culture. 

For a full documentation of national data sources and calculation methods for the OECD countries, 
refer to the 2001 edition of OECD’s Education at a Glance or the Internet (http:/ / www.oecd.org /els/ 
education/ei/index.htm). Data for Korea refer to the Republic of Korea. 
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■ ANNEX A2 - DEFINITIONS, METHODS AND TECHNICAL NOTES 
Class size (Tables 35, 36) 

The class size presented in the indicators is not an empirical class size, but a theoretical constructed 
figure. It represents the class size or group size to be expected under the formal regulations in the 
educational systems given observed student / teacher ratios. It is estimated as student/teacher ratio 
multiplied by the intended instruction time for students divided by the statutory teaching time. 
Additional explanations on class size may be found in Box 2.4 (Chapter 2). 

Current and capital expenditure (Table 7) 

Current expenditure is expenditure on educational institutions consumed within the current year, which 
needs to be made recurrently to sustain the production of educational services. Minor expenditure on 
items of equipment, below a certain cost threshold, are also reported as current spending. 

Capital expenditure represents the proportion of expenditure on educational institutions on capital 
acquired or created during the year in question — that is, the amount of capital formation — regardless of 
whether the capital outlay was financed from current revenue or by borrowing. Capital expenditure 
includes outlays on construction, renovation, and major repair of buildings and expenditure for new or 
replacement equipment. Although capital investment requires a large initial expenditure, the plant and 
facilities have a lifetime that extends over many years. Capital expenditure does not include debt- servicing. 

Expenditure on compensation of personnel includes gross salaries plus expenditure on retirement and on 
other non-salary compensation (fringe benefits). 

The category teachers includes only personnel who participate directly in the instruction of students. Under 
expenditure on compensation of teachers, countries report the full compensation of full-time teachers plus 
appropriate portions of the compensation of staff who teach part-time. In addition to headteachers and 
other administrators of schools, non-teaching staff includes supervisors, counsellors, school psychologists, 
school health personnel, librarians or educational media specialists, curriculum developers, inspectors, 
educational administrators at the local, regional, and national level, clerical personnel, building operations 
and maintenance staff, security personnel, transportation workers, food service workers, etc. The exact list 
of occupations included in this category varies from one country to another. 

The proportions of current expenditure allocated to compensation of teachers (teacher), compensation 
of other staff, total staff compensation and other (non-personnel) current outlays are calculated by 
expressing the respective amounts as percentages of total current expenditure. 



Decision-making in education 

The indicators on the locus and mode of decision making in education are derived from the OECD-WEI 
locus of decision making questionnaire and refer to the school year 1998/ 1999. 



Territorial decentralisation is concerned with the distribution of powers between levels of government. 
This concept encloses two different dimensions: i) the locus of decision-making, that is, it identifies 
which level has the decision-making authority; and ii) the mode of decision-making, which distinguishes 
between degrees to which levels are autonomous or “sharing” in decision-making authority. 
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When interpreting the indicators, it is important to recognise that the results are based on the 35 decision 
items included in the survey which are described below. The survey items were selected to be typical of the 
range of decisions taken in education systems and reviewed on this basis in participating countries. Each of 
the decision domains was given equal weight — and thus equal importance — in calculating the indicators. 

The questionnaire was completed by panels of national experts in order to avoid problems with ambiguities 
and differences of opinion. For each level of education, a panel comprising one member from each of 
the following three decision-making levels was constituted: highest level (central government), middle 
levels (state governments, provincial/ regional authorities or governments, sub-regional or inter-municipal 
authorities or governments, local authorities or governments), lowest level (individual school). This 
group completed the questionnaire and arrived at consensus on all questions. For each level of education, 
a second expert panel comprising representatives of the three decision-making levels was constituted 
and the process repeated. The WEI co-ordinator then reviewed and compared the results of the two 
surveys to identify differences in responses to the questionnaire. In cases where the responses differed, 
the WEI co-ordinator used source documents to reconcile disagreements between the two panels. 

Levels of decision-making 

With respect to the levels of decision-making the questionnaire distinguished between six levels: 

Central Government: The central government consists of all bodies at the national level that make decisions 
or participate in different aspects of decision-making, including both administrative (government 
bureaucracy) and legislative bodies ( e.g . parliament). 

State GovernmentsiThe state is the first territorial unit below the nation in “federal” countries or countries 
with similar types of governmental structures. State governments are the governmental units that are 
the decision making bodies at this governmental level. 

Provincial / Regional Authorities or Governments: The province or the region is the first territorial unit below 
the national level in countries that do not have a “federal” or similar type of governmental structure and 
the second territorial unit below the nation in countries with a “federal” or similar types of governmental 
structures. Provincial /regional authorities or governments are the decision making bodies at this 
governmental level. 

Sub-Regional or Inter-Municipal Authorities or Governments: The sub-region is the second territorial unit 
below the nation in countries that do not have a “federal” or similar type of governmental structure. 
Sub-regional or inter-municipal authorities or governments are the decision-making bodies at this 
governmental level. 

Local Authorities or Governments: The municipality or community is the smallest territorial unit in the nation 
with a governing authority. The local authority may be the education department within a general-purpose 
local government or it may be a special-purpose government whose sole area of authority is education. 

School , School Board or Committee: The school attendance area is the territorial unit in which a school is 
located. This level applies to the individual school level only and includes school administrators and 
teachers or a school board or committee established exclusively for that individual school. The decision- 
making body — or bodies — for this school may be: i) an external school board, which includes residents 
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of the larger community; ii) an internal school board, which could include headmasters, teachers, other 
school staff, parents, and students; and iii) both an external and an internal school board. Parents and 
teachers were considered as an element of the school level. 

The descriptions of “at what level” and ‘how” educational decisions are made reflects the actual decision- 
making process. In some cases, a higher level of government may have formal or legal responsibility for 
decision-making, but in practice, that level of government delegates its decision-making authority to a lower 
level of government. In describing the actual decision making process, the lower level of government is 
identified as the decision-maker. Similarly, a higher level of government may provide a lower level of govern- 
ment with choices in a particular area of decision-making, ( e.g ., the selection of textbooks for particular 
courses). In that case too, the lower level of government is the actual decision-maker, but within a framework 
established by a higher level of government. Finally, there are cases in which one level of government may have 
the responsibility for an individual decision, but inaction by the higher level results in a decision being made by 
a lower level within the educational system. If a decision is left to the discretion of a lower level through the 
lack of determination of higher levels, then the level that actually makes the decision was indicated. 

Mode of decision-making 

The mode of decision-making refers to the issues as to how autonomously decisions are taken. The 
following categories were used: 

Full autonomy: subject only to any constraints contained in the constitution or in legislation outside the 
education system itself. 

After consultation with bodies located at another level within the education system. 

Independently ; but within a framework set by a higher authority ( e.g ., a binding law, a pre-established list of 
possibilities, a budgetary limit, etc.). 

Other mode. 

Decision-making items 

Organisation of instruction : bodies determining the school attended; decisions affecting school careers; 
instruction time; choice of textbooks; grouping pupils; assistance to pupils; teaching methods; assessment 
of pupils’ regular work. 

Personnel management: hiring the principal; dismissal of the principal; hiring a teacher; dismissal of a 
teacher; hiring a person for a non-teaching post; dismissal of a person for a given non-teaching post, 
duties and conditions of service of principal; duties and conditions of service of teaching staff; 
duties and conditions of service of non-teaching staff. Fixing of salary scales for principals; fixing of 
salary scales for teaching staff; fixing of salary scales for non-teaching staff. Influence over the career 
of the principal; influence over the career of teachers; influence over the career of non-teaching 
staff. 

Planning and structures: creation or closure of schools; creation or abolition of a grade level; designing 
programmes of study; selection of programmes of study offered in a particular school /selection of 
subjects taught in a particular school; definition of course content; setting of qualifying examinations for 
a certificate or diploma; credentialling. 



Resource allocation and use : allocation of resources to the school for teaching staff; allocation of resources 
to the school for non-teaching staff; allocation of resources to the school for capital expenditure; allocation 
of resources to the school for operating expenditure; use of resources for staff; use of resources for 
capital expenditure; use of resources for operating expenditure. 

Educational attainment (Tables 32, 34) 

The levels of educational attainment used in Tables 32 and 34 to classify teacher training present the 
highest level of education, defined according to ISCED97 (Annex A5) completed, or to be completed 
by current teachers or newly recruited teachers. Note that many educational programmes cannot be 
easily classified and the content of a specific ISCED level may differ between countries, and even within 
countries over time between different age groups. 

Educational institution 

Educational institutions are defined as entities that provide instructional or education-related services to 
individuals and other educational institutions. Whether or not an entity qualifies as an educational 
institution is not contingent upon which public authority (if any) has responsibility for it. 

Educational institutions are sub-divided into Instructional Educational Institutions and Non-Instructional 
Educational Institutions, the latter being of special importance for comparable coverage of the data on 
educational finance. The term “instructional” is used simply to imply the direct provision of teaching and 
learning. 

Instructional Educational Institutions are those that provide individuals with educational programmes that 
fall within the scope of theWEI/UOE data collection. In this report, the generic term “school” is often 
used to refer to instructional institutions at the primary, secondary, and post-secondary non-tertiary 
levels, and “universities” to those at the tertiary level. 

Non-Instructional Educational Institutions are educational institutions that provide administrative, advisory 
or professional services, frequently for other educational institutions. Non-Instructional Educational 
Institutions include the following entities: 

a) Entities administering educational institutions include institutions such as national, state, and provincial 
ministries or departments of education; other bodies that administer education at various levels of 
government and analogous bodies in the private sector ( e.g . diocesan offices that administer Catholic 
schools, and agencies administering admissions to universities). 

b) Entities providing support services to other educational institutions include institutions that provide 
educational support and materials as well as operation and maintenance services for buildings. These 
are commonly part of the general-purpose units of public authorities. 

c) Entities providing ancillary services cover separate organisations that provide such education- 
related services as vocational and psychological counselling, placement, transportation of students, 
and student meals and housing. In some countries, housing and dining facilities for tertiary students 
are operated by private organisations, usually non-profit, which may be subsidised out of public 
funds. 
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d) Institutions administering student loan or scholarship programmes. 

e) Entities performing curriculum development, testing, educational research and educational policy 
analysis. 

Educational institutions are subdivided in public and private educational institutions. 
Educational personnel (Table 3 1 ) 

Educational personnel include staff employed in both public and private schools and other institutions. 
Educational personnel is subdivided into teacher and other personnel. Other educational personnel 
comprises teachers' aides, teaching /research assistants and non-instructional personnel. 

Teachers' aides and teaching / research assistants include non-professional personnel or students who support 
teachers in providing instruction to students. 

Non-instructional personnel comprises four categories: 

i) Professional support for students includes professional staff who provide services to students that support 
their learning. This category also includes all personnel employed in education systems who provide 
health and social support services to students, such as guidance counsellors, librarians, doctors, dentists, 
nurses, psychiatrists and psychologists and other staff with similar responsibilities, ii) School and higher 
level management includes professional personnel who are responsible for school management and 
administration and personnel whose primary responsibility is the quality control and management of 
higher levels of the education system, iii) School and higher level administrative personnel includes all personnel 
who support the administration and management of schools and of higher levels of the education system, 
iv) Maintenance and operations personnel includes personnel who support the maintenance and operation 
of schools, the transportation of students to and from school, school security and catering. 



Expenditure on educational institutions (Tables 4, 5, 6) 

Expenditure on educational institutions covers expenditure on public and private educational institutions. 
It covers expenditure by institutions from all sources, public , private and international. However, 
expenditure on educational institutions need to be defined by the functions of the specific expenditure, 
since in many countries educational institutions are embedded in wider institutional arrangements, 
e.g. general purpose units of local governments or institutions that provide both, education related services 
as well as child-care services. Those functions are: i) Instruction (i.e., teaching); ii) Educational goods 
(books, materials, etc.) provided by institutions; iii) Training of apprentices and other participants in 
mixed school and work-based educational programmes at the workplace; iv) Administration; v) Capital 
expenditure and rent; vi) Student transportation, school meals, student housing, boarding; vii) Guidance, 
student health services, special educational needs; viii) Services for the general public provided by 
educational institutions; ix) Educational research and curriculum development; and x) Research and 
development performed at higher education institutions. 



The following list provides an indication of what expenditure by educational institutions need to be 
excluded: i) Child care or day care provided by schools and other instructional institutions; ii) Expenditure 
on educational activities outside the scope of theWEI/UOE data collection; iii) Teaching hospitals; and 
iv) Debt servicing. 
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Direct public expenditure on educational institutions may take one of two forms: i) purchases by the government 
agency itself of educational resources to be used by educational institutions (e.g. direct payments of 
teachers' salaries by a central or regional education ministry); ii) payments by the government agency to 
educational institutions that have responsibility for purchasing educational resources themselves (e.g. a 
government appropriation or block grant to a university, which the university then uses to compensate 
staff and to buy other resources). 

Direct private expenditure on educational institutions include tuition payments received from students (or 
the families) enrolled in public schools under that agency’s jurisdiction, even if the tuition payments 
flow, in the first instance, to the government agency rather than to the institution in question. It also 
includes payments by other private entities to educational institutions, either as support for educational 
institutions or paid as rent for the use of resources by educational institutions. Direct private expenditure on 
educational institutions are net of subsidies received from public sources. Those are accounted as indirect 
public expenditure and included in public expenditure. 

Indirect public expenditure on educational institutions are subsidies to students, families or other private 
entities that are used by the recipients for payments to educational institutions. 

Expenditure per student (Tables 8, 9) 

The data used in calculating expenditure per student include only direct public and private expenditure 
on educational institutions. Public subsidies for students’ living expenses have been excluded. 

For some countries, expenditure data for students in private educational institutions were not available 
(indicated by notes in the tables). Many of the WEI countries that do have data for independent private 
institutions only cover a very small number of them. In such cases, only the expenditure in public and 
government-dependent private institutions are accounted for. 

Expenditure per student on a particular level of education is calculated by dividing the total expenditure at that 
level by the cor respondingju//- time equivalent enrolment. Only those types of educational institutions 
and programmes for which both enrolment and expenditure data are available are taken into account. The 
enrolment data are adjusted by interpolation so as to match either the financial year or the calendar year of 
each country (see explanation below). The result in national currency is then converted into equivalent PPP 
dollars by dividing the national currency figure by the purchasing power parity (PPP) index. 

For countries for which the financial year and/or the school year does not match the calendar year, 
corresponding adjustments are made. The size of the overall adjustment is minimised by adjusting either 
the enrolment or the financial data, as appropriate, to accord with the calendar year. 

For countries in which the financial year closely matches the calendar year but for which the school year 
is different from the calendar year, the enrolment data are weighted to match the calendar year. For 
countries in which the school year closely matches the calendar year but in which the financial year is 
different from the calendar year, the enrolment data remain unchanged but the GDP price deflators are 
used to match the financial data to the calendar year. For countries in which neither the school year nor 
the financial year matches the calendar year, the enrolment data are weighted to match the financial year 
and afterwards the above-mentioned GDP price deflators are used to adjust the financial year data to 
accord with the calendar year. 
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Full-time, part-time and full-time equivalent students (Tables 8, 9,21) 

Students are classified by their pattern of attendance, i.e., full-time or part-time. The part-time /full- 
time classification is regarded as an attribute of student participation rather than as an attribute of the 
educational programmes or the provision of education in general. Four elements are used to decide 
whether a student is enrolled full-time or part-time: the units of measurement for course load; a normal 
full-time course load, which is used as the criterion for establishing full-time participation; the student’s 
actual course load; and the period of time over which the course loads are measured. In general, students 
enrolled in primary and secondary level educational programmes are considered to participate full-time if 
they attend school for at least 75 per cent of the school day or week (as locally defined) and would 
normally be expected to be in the programme for the entire academic year. Otherwise, they are considered 
part-time. When determining full-time/ part-time status, the work-based component in combined school 
and work-based programmes is included. At the tertiary level , an individual is considered full-time if he or 
she is taking a course load or educational programme considered to require at least 75 per cent of a full- 
time commitment of time and resources. Additionally, it is expected that the student will remain in the 
programme for the entire year. 

The full-time equivalent (FTE) measure attempts to standardise a students actual load against the normal 
load. For the reduction of head-count data to FTEs, where data and norms on individual participation 
are available, course load is measured as the product of the fraction of the normal course load for a full- 
time student and the fraction of the school/ academic year. [FTE = (actual course load/ normal course 
load) * (actual duration of study during reference period/ normal duration of study during reference 
period)]. When actual course load information is not available, a full-time student is considered equal 
to one FTE. 

Full-time, part-time and full-time equivalent teachers (Table 21) 

The classification of educational personnel as “full-time” and “part-time” is based on a concept of statutory 
working time (as opposed to actual or total working time or actual teaching time). Part-time employment 
refers to individuals who have been employed to perform less than the amount of statutory working 
hours required of a full-time employee. A teacher who is employed for at least 90 per cent of the normal 
or statutory number of hours of work of a full-time teacher over the period of a complete school year is 
classified as a full-time teacher for the reporting of head-count data. A teacher who is employed for less 
than 90 per cent of the normal or statutory number of hours of work of a full-time teacher over the 
period of a complete school year is classified as a part-time teacher. Full-time equivalents are generally 
calculated in person years. The unit for the measurement of full-time equivalents is full-time employment, 
i.e. a full-time teacher equals one FTE. The full-time equivalence of part-time educational staff is then 
determined by calculating the ratio of hours worked over the statutory hours worked by a full-time 
employee during the school year. 

Gini Index (Table 2) 

The Gini index is used as a measure of income inequality that reflects the distribution of income in a 
population. The closer the coefficient is to 0, the more equal the distribution of income across the 
population, whereas the closer the coefficient is to 1 , the greater the income inequality. Gini index is a 
measure of dispersion within a group of values, calculated as the average difference between every pair 
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of values divided by two times the average of the sample. The larger the coefficient, the higher the 
degree of dispersion. 

Graduation rates (Table 18, 19) 

In order to calculate gross graduation rates , countries identified the typical ages at which graduation 
typically occurs. The graduates themselves, however, could be of any age. To estimate gross graduation 
rates, the number of all graduates is divided by the population at the typical graduation age (multiplied 
by 100). In many countries, defining a typical age of graduation is difficult because ages of graduates 
vary. Here the average cohort size for a wider age band was used as denominator. 

Graduates are those who were enrolled in the final year of a level of education and completed it successfully 
during the reference year. However, there are exceptions (especially at the university tertiary level of 
education) where graduation can also be recognised by the awarding of a certificate without the 
requirement that the participants are enrolled. Completion is defined by each country: in some countries, 
completion occurs as a result of passing an examination or a series of examinations. In other countries, 
completion occurs after a requisite number of course hours have been accumulated (although completion 
of some or all of the course hours may also involve examinations). Success is also defined by each 
country: in some countries it is associated with the obtaining of a degree, certificate, or diploma after a 
final examination; while in other countries, it is defined by the completion of programmes without a 
final examination. 

Gross Domestic Product (GDP) (Table 1) 

Gross Domestic Product (GDP) refers to the producers* value of the gross outputs of resident producers, 
including distributive trades and transport, less the value of purchasers’ intermediate consumption plus 
import duties. 

Intended instruction time for students (Table 28, 29, 30, 35, 36) 

Intended instruction time for students refers to the number of hours per year pupils are instructed according 
to the compulsory and the flexible part of the intended curriculum. The total number of intended 
instruction hours per year was calculated by multiplying the total number of classroom sessions per year 
by the duration time of one session. 

The intended curriculum is the subject-matter content as defined by the government or the education 
system. The intended curriculum is embodied in textbooks, in curriculum guides, in the content of 
examinations, and in policies, regulations, and other official statements generated to direct the education 
system. The intended curriculum comprises the compulsory subjects as well as the flexible part of the 
curriculum ( subjects of the intended curriculum). 

Labour force (Table 3 1 ) 

The labour force consists out of all individuals in the population who are either employed or unemployed, 
these terms being defined according to the guidelines of the International Labour Office (ILO).The unem- 
ployed are defined as individuals who are without work, actively seeking employment and currently avail- 
able to start work. The employed are defined as those who during the survey reference week: i) work for pay 
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(employees) or profit (self-employed and unpaid family workers) for at least one hour; or ii) have a job but 
are temporarily not at work (through injury, illness, holiday or vacation, strike or lock-out, educational or 
training leave, maternity or parental leave, etc.) and have a formal attachment to their job. 

Net enrolment rate (Table 1 3, 20) 

Net enrolment rates (also referred to as enrolment rates) are calculated by dividing the number of students 
of a particular age group enrolled in all levels of education by the number of persons in the population 
in that age-group (multiplied by 100). Figures are based on head counts, that is, they do not distinguish 
between full-time and part-time study. 

Net enrolment rates for primary and secondary education are calculated for different age groups for 
different countries, dependent on the typical ages of participants at the corresponding level. This can 
influence the results, e.g. in countries with longer programme duration, the typical age for upper secondary 
education may include ages 17 and 18, while in other countries only age 16 is included. As a result, 
countries with longer duration may show lower rates due to the drop out of the 17 and 18 years old, 
although they have higher enrolment rates at all ages. 

Entry rate (Tables 16, 17) 

Gross entry rates are the ratio of all new entrants , regardless of their age, to the size of the population at 
the typical age of entry (multiplied by 1 00) . Gross entry rates are more easily influenced by differences 
in the size of population by single year of age. However, data requirements for the calculation of gross 
rates are lower and therefore more countries can provide the necessary data. Since entry to lower 
secondary and upper secondary takes place at a narrower age band than entry to tertiary education, 
demographic changes are less important at those levels. 

The net entry rate of a specfic age used for tertiary education is obtained by dividing the number of new 
entrants to the university level of that given age by the total population in the corresponding age-group 
(multiplied by 100). The sum of net entry rates is calculated by adding the net entry rates for each single 
year of age. The result represents the proportion of persons of a synthetic age-cohort who enter the 
tertiary level of education, irrespective of changes in the population sizes and differences between 
countries in the typical entry age. The sums of net entry rates are more robust against demographic 
factors, such as changes in the cohort sizes of the ages of entrants. Since entry to tertiary education takes 
place at a wider age band are they a preferable measure than gross rates. 

New entrant 

New entrants to a level of education are students who are entering any programme leading to a recognised 
qualification at this level of education for the first time, irrespective of whether students enter the programme 
at the beginning or at an advanced stage of the programme. Individuals who are returning to study at a level 
following a period of absence from studying at that same level are not considered new entrants. 

Pre-service training requirements for new teachers in public institutions (Table 34) 

Pre-service training requirements refers to the formal requirements for new teachers in public 
institutions as requested by law or other regulations. 
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Pre-service requirements are classified by different components of the training, the level of educational 
attainment according to ISCED (Annex AS), the content and the duration of the programme. 

Content refers to the different components of teacher training. Typically, teacher training programmes 
consist of three parts: i) subject specific studies (theoretical studies of the subject(s) to be taught); ii) 
pedagogical studies (theoretical studies of how to teach); and iii) assisted teaching practice (practical 
teaching under the supervision of a teacher trainer). 

Duration refers to the typical duration of each of these programme components in years, assuming full- 
time attendance to the corresponding course. 

Private expenditure (Private sources of funds) (Table 4) 

Private expenditure refers to expenditure funded by private sources, i.e. households and other private 
entities. “ Households ” means students and their families. “Other private entities ” include private business 
firms and non-profit organisations, including religious organisations, charitable organisations, and business 
and labour associations. Private expenditure comprises school fees; fees for materials such as textbooks 
and teaching equipment; fees for transport to school (if organised by the school), meals (if provided by 
the school) and boarding; and expenditure by employers on initial vocational education. Note that 
private educational institutions are considered service providers, not funding sources. 

Public expenditure (Public sources) (Table 4, 6, 10) 

Public expenditure includes expenditure by all public agencies at local, regional and central levels of 
government. No distinction is made between education authorities and other government agencies. 
Thus, central government expenditure includes not only the expenditure of the national education 
ministry, but also all expenditure on education by other central government ministries and authorities. 
Similarly, educational expenditure by regional and local governments includes not only the expenditure 
of the regional or local agencies with primary responsibility for operation of schools ( e.g . provincial 
ministries of education; or local education authorities) but also the expenditure of other regional and 
local bodies that contribute to the financing of education. 

Public and private educational institutions (Table 10, 14) 

Educational institutions are classified as either public or private according to whether a public agency 
or a private entity has the ultimate power to make decisions concerning the institution’s affairs. 

An institution is classified as public if it is: i) controlled and managed directly by a public education 
authority or agency; or ii) controlled and managed either by a government agency directly or by a 
governing body (Council, Committee, etc.), most of whose members are either appointed by a public 
authority or elected by public franchise. 

An institution is classified as private if it is controlled and managed by a non-governmental organisation 
(e.g. a Church, a Trade Union or a business enterprise), or if its Governing Board consists mostly of 
members not selected by a public agency. 

In general, the question of who has the ultimate management control over an institution is decided with 
reference to the power to determine the general activity of the school and to appoint the officers managing 
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the school. The extent to which an institution receives its funding from public or private sources does 
not determine the classification status of the institution. 



A distinction is made between “government-dependent” and “independent” private institutions on the 
basis of the degree of a private institution s dependence on funding from government sources. A govern- 
ment-dependent private institution is one that receives more than 50 per cent of its core funding from 
government agencies. An independent private institution is one that receives less than 50 per cent of its 
core funding from government agencies. “Core funding” refers to the funds that support the basic 
educational services of the institution. It does not include funds provided specifically for research projects, 
payments for services purchased or contracted by private organisations, or fees and subsidies received 
for ancillary services, such as lodging and meals. Additionally, institutions should be classified as 
government-dependent if their teaching staff are paid by a government agency — either directly or 
through government. 



Purchasing power parity (PPP) (Table 1 ) 

Purchasing power parities (PPPs) are the currency exchange rates that equalise the purchasing power of 
different currencies. This means that a given sum of money, when converted into US dollar at the PPP 
rates (PPP dollars), will buy the same basket of goods and services in all countries. In other words, PPPs 
are the rates of currency conversion which eliminate the differences in price levels among countries. 
Thus, when expenditure on GDP for different countries is converted into a common currency by means 
of PPPs, it is, in effect, expressed at the same set of international prices so that comparisons between 
countries reflect only differences in the volume of goods and services purchased. 

Repeater (Table 15) 

Students enrolling in the same grade or year of study a second or further time are classified as repeaters 
except if the new programme is classified as “higher” than the previous one. “Higher” is thereby 
operationalised by the individual countries. Repeaters are distinguished from participants in second and 
further educational programmes (the latter must have completed the programme at the level of education 
successfully before they can enter as participants in a second or further educational programme). 

School expectancy (Table 1 2) 

The average duration of formal education that a 5-year-old child can expect to enrol in over its lifetime, 
referred to as “school expectancy” in this indicator, is calculated by adding the net enrolment rates for 
each single year of age from age 5 onwards, and dividing by 100. Should there be a tendency to lengthen 
(or shorten) studies during the ensuing years, the actual average duration of schooling for the cohort 
will be higher (or lower). Caution is required when data on school expectancy are compared. Neither 
the length of the school year nor the quality of education is necessarily the same in each country. 

Figures are based on head counts, that is, they do not distinguish between full-time and part-time study. 
A standardised distinction between full-time and part-time participants is very difficult since many 
countries do not recognise the concept of part-time study, although in practice at least some of their 
students would be classified as part-time by other countries. Note that in some countries part-time 
education is not completely covered by the reported data. 
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Statutory salary costs per student (Tables 35, 36) 

The statutory salary cost per student measures the theoretical cost per student of compensating the 
teaching force. It is calculated assuming that teachers are paid at the mid-career level (15 years’ experience) 
and hold the minimum required qualifications ( teacher salaries , statutory). For each level of educa- 
tion, the statutory salary cost is thus equivalent to this theoretical mid-career salary times the number of 
teachers working at that level of education (full-time, part-time andfull-time equivalent teachers ), 
divided by the number of students of that level full-time, part-time and full-time equivalent 
students). Therefore, it can also be calculated by dividing the statutory salary of a given level of educa- 
tion by the corresponding student-teachers ratio ( student-teacher ratio). 

The statutory salary cost per student is a theoretical tool, and does not necessarily reflect the exact cost 
of teachers per student enrolled. In particular, it is strongly dependent on the skills and age composition 
of the teaching force (through its impact on salaries). 

Student 

A student is defined as any individual participating in educational services covered by the data collection. 
The number of students enrolled refers to the number of individuals (head count) who are enrolled within 
the reference period and not necessarily to the number of registrations. Each student enrolled is counted 
only once. 

Student-teacher ratio (Table 2 1 ) 

The student-teacher ratio is obtained by dividing the number of full-time-equivalent students at a given 
level of education by the number of full-time-equivalent teachers at that same level and for that same 
type of institution. 

The concept of a ratio of students to teachers is different from that of class size. Although one country 
may have a lower ratio of students to teachers than another, this does not necessarily mean that classes 
are smaller in the first country or that students in the first country receive more teaching.The relationship 
between the ratio of students to teachers and both average class size and hours of instruction per student 
is complicated by many factors, including differences between countries in the length of the school year, 
the number of hours for which a student attends class each day, the length of a teacher’s working day, the 
number of classes or students for which a teacher is responsible, the division of the teacher’s time 
between teaching and other duties, the grouping of students within classes, and the practice of team 
teaching (see Box 2.4 in Chapter 2 for more details). 

Subjects of the intended curriculum (Table 29, 30) 

The intended curriculum is subdivided in compulsory and optional subjects. Compulsory subjects are 
to be taught by each school and to be attended by each student. Optional subjects form the flexible part 
of the curriculum. Compulsory subjects are subdivided into the following subjects: 

Reading and writing in the mother tongue: reading and writing in the mother tongue, reading and writing 
in a second “mother tongue”, reading and writing in the tongue of the country as a second language 
(for non natives), language studies, public speaking, literature. 
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• Mathematics: mathematics, mathematics with statistics, geometry. 

• Science : science, physics, physical science, chemistry, biology, human biology, environmental science, 
agriculture /horticulture/ forestry. 

• Social studies : social studies, community studies, contemporary studies, economics, environmental 
studies, geography, history, humanities, legal studies, studies of the own country, social sciences, ethical 
thinking, philosophy. 



Modern foreign languages: foreign languages. 

Technology: orientation in technology, including information technology, computer studies, 
construction /surveying, electronics, graphics and design, home economics, keyboard skills, word 
processing, workshop technology/design technology. 

Arts: arts, music, visual arts, practical art, drama, performance music, photography, drawing, creative 
handicraft, creative needlework. 



• Physical education: physical education, gymnastics, dance, health. 

• Religion: religion, history of religions, religion culture. 

• Vocational skills: vocational skills (preparation for specific occupation), techniques, domestic science, 
accountancy, business studies, career education, clothing and textiles, polytechnic programmes, 
secretarial studies, tourism and hospitality. 



Teacher (Tables 22-27, 31-34) 

A teacher is defined as a person whose professional activity involves the transmission of knowledge, 
attitudes and skills that are stipulated in a formal curriculum to students enrolled in an educational 
programme. The teacher category includes only personnel who participate directly in instructing students. 

This definition does not depend on the qualification held by the teacher or on the delivery mechanism. 
It is based on three concepts: activity, thus excluding those without active teaching duties — although 
teachers temporarily not at work (e.g. for reasons of illness or injury, maternity or parental leave, holiday 
or vacation) are included; profession y thus excluding people who work occasionally or in a voluntary 
capacity in educational institutions or as teacher aid ( educational personnel ); and educational programme , 
thus excluding people who provide services other than formal instruction to students (e.g. supervisors, 
activity organisers, etc.), whether the programme is established at the national or school level. 

Headteachers without teaching responsibilities are not defined as teachers, but classified separately 
(. educational personnel). Headteachers who do have teaching responsibilities are defined as (part- 
time) teachers, even if they only teach for 10 per cent of their time. 

Former teachers, people who work occasionally or in a voluntary capacity in schools, people who provide 
services other than formal instruction, e.g. y supervisors or activity organisers, are also excluded. 



Teacher salaries, statutory (Tables 25, 26, 27) 

Statutory teacher salaries reported inTables 25-27 refer to the average scheduled gross salary per year for 
a full-time teacher with the minimum training necessary to be fully qualified at the beginning of his or 
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her teaching career. Reported salaries are defined as the sum of wages (total sum of money paid by the 
employer for the labour supplied minus the employer’s contribution to social security and pension 
funding). Bonuses which constitute a regular part of the salary (such as a 13th month, holidays or 
regional bonuses) are included in the figures. Additional bonuses (for example, remuneration for teachers 
in educational priority areas, for participating in school improvement projects or special activities, or 
for exceptional performance) are excluded from the reported gross salaries. Tables 2 5a- 2 la show salaries 
including the maximum additional bonuses in order to show the incentives for teacher (those are also 
used in the country profiles). 

Salaries at 15 years’ experience refer to the scheduled annual salary of a full-time classroom teacher 
with the minimum training necessary to be fully qualified and with 1 5 years’ experience. The maximum 
salaries reported refer to the scheduled maximum annual salary (top of the salary scale) of a full-time 
classroom teacher with the minimum training to be fully qualified for his or her job. 

Salary data are reported in accordance with formal policies for public institutions. 

Teaching time, statutory (Tables 33, 35, 36) 

Statutory teaching time (sometime also referred to as instructional time) is defined as the total number of 
hours per year for which a full-time classroom teacher is responsible for teaching a group or class of 
students, according to the formal policy in the specific country. Periods of time formally allowed for 
breaks between lessons or groups of lessons are excluded. 

Teaching hours per year are calculated on the basis of teaching hours per day multiplied by the number of 
teaching days per year, or on the basis of teaching hours per week multiplied by the number of weeks 
per year that the school is open for teaching. The number of hours per year that are accounted for by 
days when the school is closed for festivities and celebrations are excluded. 

When no formal data were available, the number of teaching hours was estimated from survey data. 
Total public expenditure (Tables 1 , 6) 

Total public expenditure as used for the calculation of the education indicators, corresponds to the non- 
repayable current and capital expenditure of all levels of government. Current expenditure includes 
final consumption expenditure ( e.g . compensation of employees, consumption intermediate goods and 
services, consumption of fixed capital, and military expenditure), property income paid, subsidies, and 
other current transfers paid (e.g. social security, social assistance, pensions and other welfare benefits). 
Capital expenditure is spending to acquire and/ or improve fixed capital assets, land, intangible assets, 
government stocks, and non-military, non-financial assets, and spending to finance net capital transfers. 

Typical ages (Tables 16-19) 

Typical ages refer to the ages that normally correspond to the age at entry and ending of a cycle of 
education. These ages relate to the theoretical duration of a cycle assuming full-time attendance and no 
repetition of a year. The assumption is made that, at least in the ordinary education system, a student can 
proceed through the educational programme in a standard number of years, which is referred to as the 
theoretical duration of the programme. The typical starting age is the age at the beginning of the first 
school /academic year of the relevant level and programme. The typical ending age is the age at the 
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beginning of the last school /academic year of the relevant level and programme. The typical graduation age 
is the age at the end of the last school /academic year of the relevant level and programme when the 
qualification is obtained. 

Vocational and technical education (Table 1 8) 

TheWEI/UOE programme uses three categories to describe the orientation of educational programmes: 
General programmes 

General programmes refer to education which is not designed explicitly to prepare participants for a specific 
class of occupations or trades or for entry into further vocational/ technical education programmes. 
Less than 25 per cent of the programme content is vocational or technical. 

Pre-vocational programmes 

Pre-vocational programmes refer to education mainly designed as an introduction to the world of work and 
as preparation for further vocational or technical education. Does not lead to a labour-market relevant 
qualification. Content is at least 25 per cent vocational or technical. 

Vocational programmes 

Vocational programmes refer to education which prepares participants for direct entry, without further 
training, into specific occupations. Successful completion of such programmes leads to a labour-market 
relevant vocational qualification 
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□ ANNEX A3 - CROSS-REFERENCE BETWEEN 
DATA TABLES (ANNEX A4) AND NOTES 



Table 1 

Table 2 
Table 4 

Table 5 
: Table 6 

Table 7 
Table 8 

j Table 9 

Table 10 

Table 1 1 

Table 12 
i Table 13 

1 Table 14 

I Table IS 

Table 1 6 
j Table 17 

! Table 18 

Table 19 
Table 20 
! Table 21 




See notes on: 

Gross Domestic Product (GDP), Purchasing power parity (PPP), Total public 
expenditure j 

I 

Gini Index I 

I 

Expenditure on educational institutions, Private expenditure (Private sources 
of funds), Public expenditure (Public sources) j 

Expenditure on educational institutions, Gross Domestic Product (GDP) 

Public expenditure (Public sources), Total public expenditure 

Current and capital expenditure, Expenditure on educational institutions 

I 

Expenditure on educational institutions, Student, Full-time, part-time and 
full-time equivalent students, Purchasing power parity (PPP), Educational 
institution 

Expenditure on educational institutions, Student, Gross Domestic Product 
(GDP), Educational institution 

Expenditure on educational institutions, Educational institution, Public and ( 
private educational institutions, Public expenditure (Public sources) 

Current and capital expenditure, Expenditure on educational institutions, ' 
Teacher ! 

School expectancy, Public and private educational institutions 

Public and private educational institutions, Net enrolment rate j 

Public and private educational institutions, Student 

Student, Repeater * 

Entry rate, New entrant, Typical ages j 

Entry rate, New entrant , Typical ages , 

Graduation rates, Typical ages, Vocational and technical education 

Graduation rates, Typical ages ! 

Net enrolment rate, Typical ages i 

Student, Teacher, Full-time, part-time and full-time equivalent students, ' 
Full-time, part-time and full-time equivalent teachers, Student-teacher ratio 
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Table 22 


Teacher 


Table 23 


Teacher 


Table 24 


Teacher 


Tables 25 & 25a 


Teacher salaries, statutory 


Tables 26 & 26a 


Teacher salaries, statutory 


Tables 27 & 27a 


Teacher salaries, statutory 


Table 28 


Intended instruction time for students 


Table 29 


Intended instruction time for students, Subjects of the intended curriculum 


Table 30 


Intended instruction time for students, Subjects of the intended curriculum 


Table 31 


Educational personnel, Labour force, Teacher 


Table 32 


Teacher, Educational attainment 


Table 33 


Teacher, Teaching time, statutory 


Table 34 


Teacher, Educational attainment 


Table 35 


Teacher salaries, statutory, Intended instruction time for students, Teaching 
time, statutory, Class size, Statutory salary costs per student 


Table 36 


Teacher salaries, statutory, Intended instruction time for students, Teaching 
time, statutory, Student-teacher ratio, Class size, Statutory salary costs per 




student 


Table 37 


Student-teacher ratio, Teacher 
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■ ANNEX A4 - DATA TABLES 



SYMBOLS FOR MISSING DATA 



Four symbols are employed in the tables and graphs 
to denote missing data: 



a 


Data not applicable because the category does not apply. 


m 


Data not available. 


n 


Magnitude is either negligible or zero. 


X 


Data included in another category/ column of the table. 
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Table 1 

GDP per capita, in equivalent US dollars converted using PPPs and other basic reference statistics (1998) 





GDP per capita 
(in equivalent 
US dollars 
converted 
using PPPs) 


Gross Domestic 
Product (in equivalent 
millions US dollars 
converted using PPPs) 


GDP growth 
rate (%) 


Total public 
expenditure 
as % of GDP 


Official market 
exchange rate 
(local currency unit 
to US dollar, 
1998 average) 


Purchasing 
Power Parity 
exchange rate 
(PPP) to USS 


Total 

population 
(in thousands) 


WEI participants 
















r ' ~ ' 


■ - 


... — — 


— 








-- 


— 


1 Argentina 


11 524 


431 137 


3.9 


m 


1.0 


0.69 


36 125 


Brazil 


6 524 


I 117 767 


0.2 


39.2 


1.2 


0.78 


165 870 


Chile 


8 612 


129 918 


3.4 


22.2 


460.3 


270.40 


14 822 


China 


3 345 


4 142 559 690 


7.8 


m 


8.3 


m 


1 238 600 


Egypt 


3 263 


200 344 702 


5.6 


tn 


3.4 


m 


61 401 


India 


2 217 


2 033 806 


6.1 


m 


41.3 


8.88 


979 670 


Indonesia 


2 626 


538 688 


-13.2 


21.1 


10014.0 


1 750.26 


203 680 


Jordan 


3 714 


17 431 


2.2 


m 


0.7 


0.31 


4 563 


Malaysia 


8 057 


180 906 


-7.5 


34.1 


3.9 


1.57 


22 180 


Paraguay 


4 249 


22 634 


-0.4 


22.1 


2 755.7 


1 048.09 


5 219 


Peru 


4 534 


108 200 


0.3 


12.9 


2.9 


1.70 


24 801 


Philippines 


3 580 


274 248 


-0.5 


17.9 


40.9 


8.83 


75 174 


Russian Federation 


6 271 


921 313 713 


-4.6 


m 


9.7 


m 


146 910 


; Sri Lanka 


2 972 


5 580 


4.7 


m 


64.6 


m 


18 778 


Thailand 


5 757 


336 910 


-9.4 


17.3 


41.4 


13.76 


61 201 


Tunisia 


5 732 


54 199 


5.0 


m 


1.1 


0.46 


9 335 


! Uruguay 


8 418 


28 291 


4.5 


22.4 


10.5 


7.71 


3 289 


' Zimbabwe 


2 701 


31 124 


2.5 


m 


23.7 


4.36 


11 689 


j IVEI mean 


5 360 


- 


3.8 


23.2 


- 


- 


- 


OECD countries 
















Australia 


24 226 


453 760 


5.1 


34.4 


1.6 


1.31 


18 751 


Austria 


23 583 


190 507 


3.3 


51.6 


12.4 


13.72 


8 078 


Belgium 


23 804 


242 877 


2.9 


50.9 


36.3 


37.39 


10 204 


Canada 


25 203 


762 303 


3.0 


44.4 


1.5 


1.16 


30 301 


Czech Republic 


12 939 


133 208 


-2.3 


46.2 


32.3 


13.50 


10 295 


Denmark 


25.584 


1 35 674 


2.9 


55.9 


6.7 


8.58 


5 301 


Finland 


21 780 


112 233 


4.7 


50.5 


5.3 


6.14 


5 153 


France 1 


21 676 


1 263 682 


3.2 


52.9 


5.9 


6.69 


58 847 


Germany 


22 904 


1 878 803 


2.7 


47.5 


1.8 


2.01 


82 047 


Greece 


14 327 


150 667 


3.5 


50.7 


295.5 


238.09 


10 515 


Hungary 


10 445 


105 956 


5.1 


36.9 


214.4 


95.20 


10 1 14 


Iceland 


25 260 


6 921 


5.0 


39.8 


71.0 


83.43 


274 


Ireland 


22 699 


84 101 


10.4 


33.2 


0.7 


0.72 


3 705 


Italy 


22 160 


1 276 146 


1.4 


48.8 


1 736.2 


1 620.27 


57 589 


japan 


24 102 


3 048 505 


-2.8 


42.7 


130.9 


163.52 


126410 


Korea 


14 384 


667 832 


-5.8 


24.7 


1 401.4 


665.39 


46 430 


Luxembourg 


37 348 


16 022 


5.7 


43.6 


36.3 


41.55 


427 


Mexico 


7 879 


752 658 


4.8 


18.8 


9.1 


5.1 1 


95 846 


Netherlands 


24 678 


387 452 


3.8 


46.2 


2.0 


2.00 


15 698 


New Zealand 


17785 


67 440 


-0.8 


m 


1.9 


1.47 


3 792 


Norway 


26 147 


115 883 


2.0 


48.0 


7.5 


9.57 


4 432 


Poland 


8 183 


316 392 


4.8 


44.5 


3.5 


1.75 


38 666 


Portugal 


15 592 


155 435 


3.9 


42.0 


180.1 


128.63 


9 968 


Spain 


17 027 


670 388 


3.8 


40.7 


149.4 


130.59 


39 371 


Sweden 


21 845 


193 350 


2.9 


58.2 


7.9 


9.85 


8 852 


Switzerland 


27 338 


194 372 


2.1 


37.7 


1.4 


1.96 


7 106 


Turkey- 


6 544 


424 01 1 


2.8 


m 


260 720.0 


123 168.96 


63 451 


United Kingdom 


22 050 


1 306 171 


2.1 


39.7 


0.6 


0.65 


59 055 


United States 


32 262 


8 728 800 


3.9 


m 


1.0 


1.00 


270 300 


OECD mean 


20 681 


- 


3.8 


43.5 


- 


- 


- 



1 . Excluding DOM (Departements d’Outre-Mer). 

Sources: OECD/UNESCO WEI, World Bank, 2001 World Development Indicators. 
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Table 2 Income disparity: Gini indices' 

Year Gini index 



WEI participants 








......... 




_ . . . 


. ... „ 




Brazil 


1998 


60.0 














Chile 


1991 


S6.S 














China 


1998 


40.3 














Indonesia 


1996 


36. S 














Malaysia 


1996 


48.5 














Paraguay 


1998 


59.1 














Peru 


1 995 


46.2 














Philippines 


1 99S 


45.0 














Russia 


1994 


37.4 














Thailand 


1996 


42.1 














WEI mean 




47.2 














OECD countries 


















Belgium 


1992 


25.0 














Denmark 


1992 


24.7 














Finland 


1991 


25.6 














Germany 


1994 


30.0 














Greece 


1993 


32.7 














Portugal 


1 99S 


35.6 














Spain 


1990 


38.5 














Sweden 


1992 


25.0 















1 . For explanation of Gini index, see Annex A2. 

Source: United Nations University (WIDER ), World Income Inequality Database. 



Table 3 Relative size and expected changes of the school-age population (1999) 

Size of the population at the age of primary/lower secondary, upper secondary and tertiary education 
as a percentage of the total population and population projections 













Change 


in the size of the pop 


ulation (2000 


= 100) 






Percentage of the populat 


ion (1999) 




Ages 5-14 


Ages 1 5- 


19 


Ages 


20-29 




Ages 5-14 


Ages 15-19 


Ages 20-29 


1995 


2010* 


1995 


2010' 


1995 


2010' 


WEI participants 




















j Argentina 
i Brazil 


\9 


9 “ 


16 


98 


104 


1 02 


104 


86 


108 l 


21 


11 


18 


104 


97 


96 


92 


92 


109 ; 


Chile 


19 


8 


16 


94 


98 


95 


113 


102 


110 ] 


I China 


18 


7 


17 


99 


85 


98 


101 


114 


99 ! 


Egypt 

India 


23 


12 


17 


99 


100 


84 


103 


89 


136 


m 


m 


m 


96 


99 


88 


110 


94 


120 


I Indonesia 


21 


11 


19 


101 


99 


99 


99 


93 


104 


Jordan 


m 


m 


m 


89 


126 


90 


128 


89 


124 


I Malaysia 
Paraguay 
Peru 


22 


10 


18 


91 


102 


87 


119 


91 


121 


26 


11 


16 


91 


1 14 


81 


121 


89 


140 


23 


11 


18 


98 


100 


96 


105 


89 


1 14 


Philippines 
1 Russian Federation 


25 


12 


16 


94 


108 


94 


114 


89 


122 


14 


8 


14 


120 


75 


91 


67 


94 


112 


i Sri Lanka 


23 


11 


19 


112 


97 


92 


80 


95 


109 


■ Thailand 


16 


9 


19 


107 


90 


109 


87 


100 


93 


Tunisia 


24 


11 


18 


m 


m 


m 


m 


m 


m 


; Uruguay 
, Zimbabwe 


16 


8 


15 


97 


103 


108 


108 


92 


98 


27 


13 


18 


95 


97 


84 


112 


90 


131 


; WEI mean 


21 


10 


17 


99 


100 


94 


104 


94 


IIS 


- - - 




------ 




... — 


.... - . 


- 


... ... 


... .. ... 


■ 


OECD countries 




















Australia 


14 


7 


15 


98 


98 


96 


104 


101 


103 


Austria 


12 


6 


14 


98 


87 


93 


99 


113 


97 


Belgium 

Canada 


12 


6 


13 


100 


87 


103 


100 


108 


94 


14 


7 


14 


97 


91 


96 


106 


101 


106 


Czech Republic 


12 


7 


16 


108 


73 


126 


85 


89 


79 


Denmark 


12 


5 


14 


90 


99 


117 


124 


111 


83 


Finland 


13 


6 


12 


100 


89 


99 


99 


104 


102 


France 


13 


7 


14 


102 


94 


100 


95 


105 


95 


German v 


1 1 


6 


12 


102 


84 


93 


95 


122 


104 


Greece 


1 1 


7 


15 


113 


88 


112 


77 


101 


81 


Hungary 

Iceland 


12 


7 


16 


104 


79 


129 


92 


91 


78 


16 


8 


15 


97 


98 


99 


106 


100 


101 


Ireland 


15 


9 


16 


1 14 


101 


104 


77 


87 


97 


Italy 

Japan 

Korea 


10 


5 


15 


102 


89 


1 16 


95 


115 


74 


10 


6 


15 


112 


101 


115 


80 


101 


76 


14 


8 


18 


106 


100 


104 


90 


104 


84 


Luxembourg 


12 


6 


13 


90 


103 


95 


113 


101 


95 


Mexico 


23 


11 


19 


98 


100 


102 


105 


92 


101 


Netherlan ds 


12 


6 


14 


95 


88 


101 


109 


117 


92 


New Zealand 


15 


7 


14 


96 


100 


99 


109 


101 


105 


Norway 

Poland 


13 


6 


14 


92 


98 


102 


117 


1 1 1 


94 


15 


9 


15 


1 17 


78 


96 


74 


88 


104 


Portugal 
Slovak Republic 


1 1 


7 


16 


108 


91 


120 


86 


98 


74 


IS 


8 


16 


1 10 


76 


107 


82 


89 


94 


Spain 

Sweden 


10 


7 


17 


1 14 


89 


126 


78 


102 


69 


13 


6 


13 


91 


78 


101 


122 


109 


101 


Switzerland 


12 


6 


13 


93 


91 


94 


109 


113 


100 


Turkey- 

United Kingdom 


21 


11 


18 


104 


108 


100 


92 


86 


97 


13 


6 


13 


99 


89 


97 


103 


1 1 1 


102 


United States 


IS 


7 


14 


96 


94 


92 


109 


103 


113 


OECD mean 


13 


7 


IS 


102 


91 


104 


98 


102 


93 



1 . Projections 

Source: OECD/UNESCO WEI. 
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ANNEX A4 



Table 4 

Expenditure on educational institutions as a percentage of GDP (1998) 

Direct and indirect expenditure on educational institutions from public and private sources for all levels of education, 

by source of funds and level of education 







All levels of education 




Primary, 


secondary and post-secondary 
non-tertiary education 




Tertiary education 






Public 1 


Private 2 


Total 


Public 1 


Private 2 


Total 


Public 1 


Private 2 


Total 


WEI participants 
| Argentina 3 


4.0 


0.8 


4.8 


2.7 


0.3 


3.1 


0.8 


0.3 


i. 1 ! 


! Brazil 3 * 4 


4.6 


m 


m 


3.1 


m 


m 


1.1 


m 


m | 


j Chile 


3.5 


2.6 


6.2 


2.7 


1.2 


3.9 


0.6 


1.3 


1-8 | 


| India 3 


m 


m 


m 


2.0 


m 


m 


m 


m 


m ’ 


| Indonesia 3, 5 


1.4 


0.6 


2.0 


1.1 


0.2 


1.4 


0.3 


0.3 


0.6 | 


! Jordan 5 


m 


m 


m 


4.1 


n 


4.1 


m 


m 


m i 


j Malaysia 3 


4.5 


m 


m 


3.0 


m 


m 


1.3 


m 


m 


j Paraguay 3 


4.4 


m 


m 


3.5 


m 


m 


0.9 


m 


m ! 


' Peru 


2.9 


2.1 


5.0 


2.0 


1.3 


3.3 


0.6 


0.7 


1 .3 j 


| Philippines 3,4 


3.5 


2.7 


6.2 


2.9 


1.9 


4.9 


0.5 


0.6 


1.2 ; 


1 Sri Lanka 3 


2.8 


m 


m 


X 


m 


m 


X 


m 


m 1 


! Thailand 3 


4.3 


3.4 


7.6 


2.4 


1.4 


3.8 


0.8 


1.7 


2.6 


| Tunisia 3,5 


6.8 


m 


m 


5.4 


m 


m 


l.S 


m 


i 

m , 


i Uruguay 6 


2.8 


m 


m 


2.0 


0.1 


2.1 


0.6 


m 


m 1 


; Zimbabwe 


11.6 


m 


m 


9.3 


m 


m 


2.3 


m 


m 


j WEI mean 


4.4 


- 


- 


3.3 




- 


0.9 


- 


-j 


OECD countries 
Australia 


4.3 


l.l 


5.5 


3.2 


0.6 


3.8 


1.1 


0.5 


1.6 


Austria 3 


6.0 


0.4 


6.4 


4.0 


0.2 


4.2 


1.4 


0.0 


1.5 


Belgium 


5.0 


m 


4.9 


3.5 


X 


3.5 


0.9 


m 


0.9 


Belgium (FI.) 


4.7 


n 


4.7 


3.4 


n 


3.4 


0.8 


n 


0.8 


Canada 


5.5 


0.7 


6.2 


3.7 


0.3 


4.1 


1.5 


0.3 


1.9 


Czech Republic 


4.1 


0.6 


4.7 


2.7 


0.4 


3.1 


0.8 


0.1 


0.9 


Denmark 


6.8 


0.4 


7.2 


4.3 


0.1 


4.3 


1.5 


0.0 


1.5 


Finland 


5.7 


X 


5.7 


3.7 


X 


3.7 


1.7 


X 


1.7 


France 


5.9 


• 0.4 


6.2 


4.1 


0.2 


4.4 


1.0 


0.1 


1.1 


Germany 


4.4 


1.2 


5.5 


2.8 


0.9 


3.7 


1.0 


0.1 


1.0 


Greece 3 


3.4 


1.3 


4.8 


2.3 


1.1 


3.5 


1.0 


0.2 


1.2 


Hungary 


4.5 


0.6 


5.0 


2.9 


0.2 


3.1 


0.8 


0.2 


1.0 


Iceland 


6.5 


0.3 


6.9 


4.2 


m 


m 


1.7 


0.0 


1.8 


Ireland 


4.3 


0.4 


4.7 


3.2 


0.1 


3.3 


1.1 


0.3 


1.4 


Italy 


4.8 


0.2 


5.0 


3.4 


0.0 


3.5 


0.7 


0.2 


0.8 


Japan 


3.5 


1.2 


4.7 


2.8 


0.3 


3.0 


0.4 


0.6 


1.0 


Korea 3 


4.1 


3.0 


7.0 


3.1 


0.8 


4.0 


0.4 


2.1 


2.5 


Mexico 


4.1 


0.6 


4.7 


3.0 


0.5 


3.5 


0.8 


0.1 


0.9 


Netherlands 


4.5 


0.1 


4.6 


3.0 


0.1 


3.1 


1.1 


0.0 


1.2 


New Zealand 3 


6.0 


m 


m 


4.6 


m 


m 


1.1 


m 


m 


Norway 3 


6.8 


0.1 


6.9 


4.4 


0.0 


4.4 


1.4 


0.1 


1.5 


Poland 3 


5.3 


m 


m 


3.5 


m 


m 


1.2 


m 


m 


Portugal 


5.6 


0.1 


5.7 


4.2 


n 


4.2 


1.0 


0.1 


1.0 


Spain 


4.4 


0.9 


5.3 


3.3 


0.4 


3.7 


0.8 


0.3 


1.1 


Sweden 


6.6 


0.2 


6.8 


4.5 


0.0 


4.5 


1.5 


0.2 


1.7 


Switzerland 


5.4 


0.5 


5.9 


4.0 


0.5 


4.5 


1.1 


n 


1.1 


Turkey 


2.9 


0.5 


3.5 


1.8 


0.5 


2.3 


0.8 


0.0 


0.8 


United Kingdom 


4.6 


0.3 


4.9 


3.4 


m 


m 


0.8 


0.3 


1.1 


United States 3, 6 


4.8 


1.6 


6.4 


3.4 


0.3 


3.7 


1.1 


1.2 


2.3 


OECD mean 


5.0 


0.7 


5.7 


3.5 


0.4 


3.7 


I.I 


0.3 


1.3 



1 . Including public subsidies to households attributable for educational institutions. 

2. Net of public subsidies attributable for educational institutions. 

3. Public subsides to households not included in public expenditure, but in private expenditure. 

4. Year of reference 1997. 

5. Year of reference 1999. 

6. Direct expenditure on educational institutions from international sources exceed 1.5% of all public expenditure (1998). 
Source: OECD/ UNESCO WEI. 
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